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ABSTRACT 
BUILDING A PROFESSIONAL LEARNING COMMUNITY IN PRESERVICE 
TEACHER EDUCATION: PEER COACHING AND VIDEO ANALYSIS 
FEBRUARY 2003 
JEANNE C. GEMMELL, B.A., UNIVERSITY OF MARYLAND 
M.A., JOHNS HOPKINS UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Lenore Reilly Carlisle 
This qualitative study evaluated the effects of implementing a peer coaching 
process with ten graduate interns during their student teaching experiences in an 
alternative, elementary education program. A peer coaching model was provided in 
combination with an existing and more traditional model of supervision from 
cooperating teachers and university supervisors. This study explored the ways in which 
a peer coaching process affected the preservice teachers’ reflective and instructional 
practices, and how it impacted their acquisition and development of collaboration skills. 
The study also examined difficulties that were encountered and how the process might 
be adjusted to make it more successful for future use. 
The findings of this study suggest that a peer coaching process can provide a 
valuable component to a teacher education program. Having the opportunity to interact 
with peers provided immense affective support for the interns as well as opportunities 
for reflective interactions, some of which were centered on inquiry into the craft of 
teaching. The interns in this study also used the peer observation process to increase 
their teaching effectiveness by adding to and refining their pedagogical skills. 
vi 
The peer coaching experience offered additional support than that provided by 
the mentor teacher and resource person, with the interns suggesting that what they 
learned from peers was different but complementary from what they learned from then- 
mentor teachers and resource staff While the majority of the interns’ perceptions of the 
peer coaching experience were positive, they were able to offer specific suggestions for 
improving the process, including the need for additional guidance on facilitating 
reflection conferences in order to provide more critical and honest feedback to peers. 
The following four factors appeared to contribute to the successful 
implementation of a peer coaching process within this teacher education program: 
(1) Overall opportunities for collaboration were an integral component of the teacher 
education program. (2) Cohorts of interns were placed in only two sites, one of which 
was an urban setting. (3) Structured preparation was provided in the peer coaching 
process, and (4) The peer coaching process was a required program component. 
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When we examine the qualities that will enable our novice teachers to succeed in the 
profession, their ability to interact with peers is as essential as their knowledge base. 
Harlin (2000, p.2) 
As the context of teaching has changed dramatically in the last two decades, the 
quality of the teaching force has become a critical topic for our time. Emerging 
demographics, including an increase in the number of students with social, physical, 
and educational challenges, and a more ethnically and linguistically diverse student 
population, has created the need for teachers to accommodate a wider range of 
individual differences to ensure successful learning for all students. These changes 
have occurred as education reform continues to press for higher standards and greater 
accountability for student learning. In the next ten years, as over two million teacher 
vacancies are expected to be filled in the United States, there will continue to be a 
growing demand to upgrade the quality of teacher education as a means of improving 
student achievement (American Council on Education, 1999). Teacher education is an 
inseparable element of school reform. 
The new realities of teaching have necessitated the redefinition and expansion of 
teachers’ roles. Teachers are being asked to take a more active role in the development 
and implementation of educational policies (Holmes Group, 1986), and to participate in 
educational settings as leaders, researchers, scholars, and curriculum developers 
(Carusso, 1993). Promising trends in teacher professional development are centered on 
the importance of teachers working and learning together within a professional learning 
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community (Dufour & Eaker, 1998; Lieberman & Miller, 2000; O’Reilly, 2002). 
Reflecting with colleagues about teaching and the ever-changing needs of students is an 
important way for teachers to support each other (Acheson & Gall, 1987; Johnson, 
Johnson, & Holubec, 1993; Winkelman, 1995), while also challenging the isolation and 
individualism that is often found in school settings (Lortie, 1975). Findings suggest that 
the development of professional communities helps teachers establish a common 
language for conversing about teaching (Robbins, 1991), while creating opportunities 
for teachers to analyze and reflect on their teaching, thereby leading to improved 
instructional practice (Darling-Hammond, 1994). 
The preparation of beginning teachers cannot be separated from the ongoing 
professional development of inservice teachers (Grossman & Richert, 1996; Howey & 
Zimpher, 1996). Preservice preparation programs must be actively involved in the 
facilitation of the emergent roles of teachers as leaders, collaborators, and greater 
participants in today’s schools (Yopp & Guillaume, 1999). Yet, within most schools of 
education, providing experiences in collaboration or methods to prepare new teachers to 
build meaningful learning communities is not a planned part of the program (Howey, 
1996). In fact, Zeichner and Liston (1987) argue that traditional teacher education 
programs fail to promote the professional development of student teachers. New 
teachers come to schools ill equipped to plan together to design meaningful curriculum, 
or collaboratively reflect on their instruction and students’ learning. 
Considering the challenges and expectations that confront today’s teachers, and 
given the research on the potential benefits of cooperative professional development 
models, the impetus should be on schools of education to introduce collaborative 
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professional practices at the preservice level. If beginning teachers enter the profession 
with the skills, knowledge, and disposition towards collegial experiences, then perhaps 
school districts will be more open to facilitating the implementation of these practices at 
the inservice level. 
Peer coaching is a type of cooperative professional development that has been 
used not only as a supervisory process but also as a set of interactions and strategies to 
develop and enhance reflective teaching. The definition of peer coaching changes 
depending upon the population involved and the purpose of the evaluation (Garmston, 
1987). In this study, peer coaching is defined as a process in which preservice teachers 
conference with each other prior to a lesson implementation, observe each other in the 
classroom or in a videotape, collect data on instruction and student learning, and then 
engage in a reflective discussion centered around effective teaching strategies and 
alternative instructional or interactional strategies. The benefits of peer coaching 
include its collegial and nonevaluative nature, its aim to increase risk-taking and 
improve instructional techniques, and its promotion of continual inquiry into the craft of 
teaching (Ackland, 1991; Anderson, Caswell, & Hayes, 1994). During the past twenty 
years, numerous research studies on peer coaching have focused on inservice teachers 
and their professional development (Ackland, 1991; Phillips & Glickman, 1991; 
Showers & Joyce, 1996), while a minimum of research has been conducted at the 
preservice level (Beneditti, 1998; Hawkey, 1995). 
The following sections of this chapter describe: the statement of the problem, 
the specific purpose of the study, the research questions that guided the inquiry, and the 
significance of the research to schools and schools of education. 
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Statement of the Problem 
Field based experiences are an integral component of teacher education 
programs, often viewed by preservice teachers as the most valuable component of their 
teacher preparation (Guyton & McIntyre, 1990). The practicum experience provides 
prospective teachers with the essential bridge between theory and practice and the 
opportunity to define and refine teaching skills. Essential components should include 
an extensive field placement, and quality supervision that provides opportunities for 
student teachers to engage in reflective thinking about their teaching and student 
learning (Holmes Group, 1986). Effective supervision, however, is often compromised 
by a number of factors including: limited supervisory time; cooperating teachers who 
are unable to, or uncomfortable with, offering constructive feedback, or engaging 
preservice teachers in reflection (McAllister & Neubert, 1998; Metcalf, 1991); and 
inadequate communication between the university faculty and cooperating teachers 
(McIntyre & Byrd, 1998). 
As a result of these potential restrictions, alternatives to the traditional 
supervision of practica experiences are needed in order to assist preservice teachers’ 
transition from student to teacher. One possibility includes the use of a peer coaching 
model as an enhancement to the traditional supervision process provided by university 
supervisors and cooperating teachers. A peer coaching process would also provide 
preservice teachers with opportunities to participate in a professional learning 
community that promotes collaboration, inquiry, problem solving, and decision-making. 
Preservice teachers who are equipped with the knowledge, skills, and disposition to 
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critically and collegially examine their practice and that of their peers will hopefully be 
predisposed to these practices at the inservice level. 
Although peer coaching has been shown to be an effective tool for inservice 
professional development, it is rarely included in teacher education programs 
(Anderson, Caswell, & Hayes, 1994). Replications of current studies in the area of peer 
coaching at the preservice level are needed to strengthen the credibility and 
generalizality of this approach in teacher education programs (Kraus, 1998). 
Specifically, there is a need for research studies to explore the use of a peer coaching 
model during the student teaching practicum. 
Purpose of the Study 
This study evaluated the effects of implementing a peer coaching process with 
graduate interns during their practicum experiences in an alternative, elementary 
education program. A peer coaching model was provided in combination with an 
existing and more traditional model of supervision from cooperating teachers and 
university supervisors. This study adds to the current literature on peer coaching by 
providing educators in teacher preparation programs with an enhanced or fuller 
understanding of the effects of a peer coaching process with preservice teachers. It 
examines the effectiveness of the process, factors to consider, problems that were 
encountered and how the process might be adjusted to make it more successful for 
future use. This study also summarized the ways in which a peer coaching process 
affected preservice teachers’ reflective and instructional practices, and how it impacted 
their acquisition and development of collaboration skills. 
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Research Questions 
The following research questions guided this inquiry: 
1. In what ways does a peer coaching process influence preservice teachers’ 
abilities to plan, teach, and reflect on their instruction and student learning? 
2. How do preservice teachers experience their different roles of coach and teacher 
in a peer coaching process? 
3. What specific contributions do preservice teachers provide for each other as they 
learn to teach? 
4. What difficulties or limitations do preservice teachers report in using a peer 
coaching process? 
5. What recommendations do preservice teachers suggest to make the peer 
coaching process a more valuable experience? 
6. To what extent do preservice teachers report a different learning experience 
when being observed and coached by peers as compared to being 
coached/supervised by mentor teachers or university supervisors? 
7. What effect does a peer coaching process have upon preservice teachers’ 
attitude and interest regarding future collaborative practices? 
Significance of the Study 
The literature on school reform highlights the importance of improving 
teacher education programs. Equally important, although much less acknowledged, 
is the need to create professional development opportunities that connect the 
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preparation of new teachers with the continued learning of experienced teachers. A 
professional continuum that begins by providing opportunities for preservice 
teachers to collaborate and commence a path toward collegiality and cooperative 
learning will foster teachers who are prepared to build professional learning 
communities in schools. Teachers who view collaborative, reflective and inquiry 
practices as the expected norm will be teachers who are disposed towards continued 
self-improvement throughout their career. 
The present research study demonstrates an efficacious model of peer 
coaching within a teacher education program. This inquiry is designed to provide 
teacher educators with an enlightened understanding of a process that not only 
provides an enhancement to the supervision of preservice teachers, but also creates 
opportunities for the development of the knowledge and skills that are necessary for 
teachers to become collaborative, reflective and inquiry-oriented professionals. 
Strategies that assist new teachers to become more analytical and reflective 
practitioners should also facilitate the development of professionals who are capable 
of participating in school-wide decision making. 
Conclusion 
The present chapter provided the purpose of and need for this research 
endeavor. The following four chapters are organized such that: Chapter 2 includes a 
review of the literature related to the pertinent topics of supervision models, peer 
coaching, video analysis, and professional development schools; Chapter 3 explains the 
* 
research orientation and procedures that were followed in order to complete this study; 
7 
Chapter 4 presents the findings to the seven research questions posed in Chapter One 
that guided the study; and Chapter 5 presents the study’s conclusions, implications and 
recommendations for future research. 
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CHAPTER 2 
, REVIEW OF THE LITERATURE 
The most promising strategy for sustained, substantive school improvement is 
developing the ability of school personnel to function as professional learning 
communities. 
Dufour & Eaker (1998, p.xi) 
Introduction 
During the next decade, 2.5 million new teachers are projected to be needed in 
the nation due to retirements, growing enrollments, and class size reductions. 
According to the American Council on Education’s most recent task force report, this 
period of anticipated high turnover in the teaching force is an opportune time to upgrade 
the quality of teacher education programs. The Council (1999) noted. 
We know now that the quality of the teacher is the key to improved student 
performance, regardless of the condition of the schools, the affluence of the 
child, the nature of the community or any other element in the lives or 
educational environment of school children, (p.6) 
Many of the current educational reform initiatives and standards that have been 
enacted throughout the past decade stress the reconceptualization of the work of 
teachers. Teachers are being asked to take more active roles in the development and 
implementation of educational policies and programs (Holmes Group, 1986). Teachers 
today are expected to assume leadership roles within the teaching profession as mentors, 
researchers, developers of curriculum, university clinical faculty members, and peer 
evaluators (Caruso, 1993; Yost & Forlenza-Bailey, 2000). This view represents a 
radical departure from the traditional practice in most public schools whereby 
experienced teachers spend their careers working in isolation. Too often, teachers are 
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unaccustomed to planning, implementing, and reflecting on instruction with then- 
colleagues, and rarely receive the professional review of other teachers. Teachers are 
most often observed by a principal whose primary purpose is to evaluate performance. 
Such classroom visits are typically infrequent, with the exception of new or struggling 
teachers (Pajak, 1993). Despite reforms, the present professional socialization of 
teachers naturally reinforces isolation and erodes collegiality and experimentation 
(Benedetti, 1999; Bowman, 1995; Glickman, 1990; Grossman & Richert, 1996). 
Teachers who work in isolation often resort to familiar methods rather than 
approaching concerns from a problem-solving perspective in attempting to meet the 
diverse instructional needs of today’s students. Rather than actively seeking 
pedagogical alternatives that are validated by research, these teachers rely on the 
familiar and comfortable, often teaching the way they were instructed throughout then- 
educational experiences, or as modeled by their cooperating teacher (Jones, 1975; 
Lortie, 1975). 
Today’s teachers encounter a multitude of challenges in the classroom, 
particularly in culturally diverse school settings where there are often gaps between the 
school’s culture and the community’s culture, and where students may represent a broad 
range of learning styles. Teachers need to learn to teach everybody’s children, not just 
children who are like themselves (Zeichner, 1992). Ladson-Billings (2000) calls 
teachers who are able to promote students’ academic success while also fostering 
students’ cultural competence and sense of sociopolitical consciousness “culturally 
relevant teachers.” She stresses the importance of prospective teachers who are trained 
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in urban environments and diverse communities to be given opportunities to learn about 
their students within the context of their communities. 
Gonzalez and Darling-Hammond (1997) argue for the importance of teachers to 
be able to view their classrooms from multiple perspectives, including those of diverse 
student learners whose experiences may be quite different from their own. They 
suggest the need for schools to become professional learning communities that foster 
critical inquiry into practice and student outcomes. Teacher-initiated research and 
school-based inquiry, peer reviews of practice, team teaching and joint curriculum work 
would all become critical professional development practices in these schools. The 
concept of professional inquiry has been suggested as a perspective that would connect 
preservice education to inservice professional development, while also creating 
opportunities for preservice teachers to increase their empirical knowledge (Darling- 
Hammond, 2000; Holland, Clift, Veal, Johnson, & McCarthy, 1992). 
Professional inquiry suggests... a continuum of skills and habits of mind that link 
preservice and inservice programs. Preservice educators would not only help 
prospective teachers acquire content knowledge and pedagogical techniques, but 
would provide them with opportunities for learning to work collaboratively - 
analyzing contexts of teaching and describing, interpreting, and critiquing events 
of teaching and learning. (Holland, Clift, Veal, Johnson, & McCarthy, 1992, p. 
172) 
To engage in meaningful professional inquiry, beginning teachers need to 
develop the skills of carefully focusing on instructional techniques and strategies, 
classroom events, and students’ behavior. In traditional teacher education programs, 
only supervisors are trained in the techniques of using classroom observation skills to 
gather, organize, and analyze specific information about teaching and learning. 
Preservice teachers are usually placed in the dependent position of having to rely on 
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their supervisor’s, or occasionally their mentor teacher’s, data (Holland, Clift, Veal, 
Johnson, & McCarthy, 1992). 
Many of the current practices within teacher education programs also reinforce 
the belief that teaching is an isolated activity that occurs behind closed classroom doors. 
Preservice teachers are rarely put into structured group experiences (Howey, 1996). 
With few exceptions, assignments and grades are individual efforts. During practicum 
experiences, student teachers usually engage in individual planning and teaching. They 
are generally observed and evaluated using traditional, hierarchical supervision roles 
and relationships. Autonomous versus collaborative teaching and learning continues to 
be reinforced. These conditions imply to preservice teachers that the teaching of 
youngsters is a solitary activity, and they often begin their teaching careers unprepared 
to engage in reflective analysis of their practice with other teachers (Holland, Clift, 
Veal, Johnson, & McCarthy, 1992). While this view of teaching is being challenged in 
restructured schools, there is still a need for schools of education to engage prospective 
teachers in collaborative investigations of learning and the many different outcomes of 
teaching. 
Given the challenges of today’s schools, it seems clear that both schools and 
schools of education need to encourage teachers to become more active and reflective 
practitioners. Teachers need to be self-directed individuals who are fundamentally 
motivated to set personal goals, create action plans, analyze data, and evaluate results, 
r 
while also reflecting on their own professional thinking (Colton & Sparks-Langer, 
1992). They also need to consider the social and ethical implications of their actions, 
exploring multiple actions and consequences before making a choice (Gonzalez & 
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Darling-Hammond, 1997; Zeichner, 1992). Such teachers construct new knowledge by 
sharing their ideas, beliefs, and questions with their peers as a way of developing 
professionally. They help each other to take risks and explore new ideas (Colton & 
Sparks-Langer, 1992). 
New conceptions of teaching and learning also necessitate changes in teacher 
education and professional development programs that are guided by a constructivist 
pedagogy (Falk, 1996; Fosnot, 1989). Constructivist learning theory suggests that 
individuals create or construct new understandings or knowledge through the interaction 
of prior understandings and beliefs with ideas, events, and activities with which they 
come into contact. New knowledge is acquired through involvement and interaction, 
rather than through imitation and repetition. Within this paradigm of learning and 
knowledge acquisition, a teacher becomes a facilitator and co-explorer rather than a 
dispenser of knowledge, and encourages students to formulate their own ideas and 
conclusions by providing learning experiences that involve students in active 
engagement, inquiry, problem-solving, and collaboration with others (Abdal-Haqq, 
1999; Cannella & Reif, 1994). 
It is unlikely that new teachers will initiate constructivist practices within then- 
own classrooms if their previous educational background, including their teacher 
preparation program, does not incorporate constructivist-based learning experiences 
(Kaufman, 1996). Teachers who have not been taught in inquiry, discovery oriented 
environments will have difficulty understanding teaching models that do not fit their 
own constructions of learning. Preservice teachers should be provided opportunities to 
engage in interdisciplinary exploration, collaborative endeavors that allow for joint 
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inquiry, discourse, and reflection, and meaningful fieldwork opportunities (Cannella & 
Reiff, 1994; Kaufman, 1996). Teacher education programs must be grounded in the 
understanding of teachers as learners, researchers, and scholars (Duckworth, 1987; 
Fosnot, 1989). Levine (1996, p.621) notes. 
There is a striking parallel in the changes we expect to take place in the 
education of our children and what we will need to achieve in the education of 
their teachers. We need to help both students and their teachers to become users 
of knowledge, to develop habits of mind that include a problem-solving 
orientation, to be able to view things from multiple perspectives, and to build the 
skills of collaboration and self-assessment. We expect both teacher and student 
to become researchers, to continuously use the skills of inquiry and examination 
and reflection. 
Grossman and Richert (1996) suggest the need for teacher education programs to 
assist beginning teachers to develop the skills of inquiry, and the commitment, skills, 
and knowledge required to collaborate with other adults. Teachers who have developed 
this capacity will see themselves as part of a professional learning community and will 
be well equipped to respond to the changing needs of the school environment and the 
challenges of new educational reforms. Teachers need to think carefully about what 
they believe and why. They need to be provided opportunities to operationalize their 
deeply held beliefs about teaching and learning, and forums to articulate their 
educational platform to others (Barone, Berliner, Blanchard, Casanova, & McGowan, 
1996). Teachers should encounter these experiences frequently (Miels, 1999) and be 
given multiple opportunities to engage in reflection with their peers (Kasten & Ferraro, 
1995). Hilliard (1991, p.36) notes. 
Just as there is a vast untapped potential, yes, genius among the children, there is 
also a vast untapped potential among the teachers who serve the children... 
Teachers need their own intellectual and emotional hunger to be fed. They need 
to experience the joy of collaborative discussion, dialogue, critique, and 
research. 
14 
Until greater numbers of teachers are sent into schools equipped with a better 
disposition toward critical examination of their practice, the culture of teaching and 
learning is unlikely to change. The education of preservice teachers needs to extend in a 
seamless manner into the early years of teaching, with the responsibility of acculturation 
of beginning teachers belonging to both the teacher education community as well as the 
schools where these teachers will eventually practice (Howey & Zimpher, 1996). 
Grossman (1996) notes. 
Our proposal does not mean that we want to put the entire burden of reform on 
new teachers. The system will not change if it relies on the members with least 
status to initiate and sustain change efforts. However, without the commitment 
to collegiality and experimentation, the skills to collaborate and negotiate, and 
the knowledge of educational change, new teachers are ill-prepared to work with 
others at the school site to challenge the status quo. We want to send new 
teachers to school with visions of the possible and the skills to participate in the 
conversations that can make those visions closer to reality, (p.210) 
Education reforms such as changing teacher certification regulations, efforts to 
restructure schools, the establishment of new roles for teachers, and new views of 
teaching and learning have all created opportunities for teacher educators to 
reconceptualize the ways in which preservice teachers are supported and supervised 
(Caruso, 1993). New ways of thinking about classroom supervision are also needed to 
confront the contemporary issues of today’s culturally diverse schools (Pajak, 1993). 
Supervision models are needed that assist teachers in establishing professional learning 
communities where teaching and learning are collaboratively shared and investigated, 
and critical reflection around social and ethical considerations are promoted. 
In the following sections of this chapter, a review of the historical background of 
clinical supervision models (situating peer coaching as one approach embedded within). 
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a review of the research on video analysis with a peer coaching component, and an 
overview of professional development schools is provided. 
Models of Supervision 
Throughout the last two decades, a wide variety of clinical supervision models 
have emerged that focus on the improvement of classroom instruction through 
observation and conferencing. Reflective coaching, cognitive coaching, collegial 
coaching and peer coaching are just a few of the terms used to describe educational 
approaches that offer theoretically based, field-tested models for the supervision and 
support of teachers (Glathom, 1990). 
Clinical supervision, originally proposed by Cogan (1973) at the Harvard 
University School of Education, and further refined by Goldhammer (1969), a graduate 
student of Cogan’s, was designed as a supervision vehicle for developing professional 
and responsible teachers who “were capable of analyzing their own performance, who 
were open to change and assistance from others, and who were, above all, self- 
directing” (Pajak, 1993). The clinical supervision sequence of steps consisted of 
establishing a relationship for supervision, a pre-observation conference, an 
observation, and a post-conference (Goldhammer, 1969). 
More recently, during the early-to-mid 1980s, the models of Madeline Hunter 
(1984), Acheson and Gall (1987), and Joyce and Showers (1982), dominated the field of 
clinical supervision. Pajak (1993), in a synthesis of supervisory practices, identified 
these approaches as ‘"technical” or “didactic” models as they emphasized using 
classroom observation and conferencing to attain a new teaching skill or strategy that 
16 
teachers see demonstrated by an expert or facilitator from outside the school. Based on 
what they learned from the expert, teachers would then assist each other by: providing 
feedback on their teaching performance in nonjudgmental, informational terms, offering 
emotional support during the process of transferring the new knowledge or skill into 
practice, and helping each other identify how the new teaching model could be used to 
facilitate student learning. 
Supervision trends appearing in the late 1980s to the 1990s sought to move 
beyond simply the changing of teacher behaviors. These “developmental” or 
“reflective” models of supervision called for supervision to influence the thinking 
processes of teachers in order for them to improve their teaching practice. Advocates of 
reflective approaches urged teachers and supervisors to consider the organizational, 
social, political, economic, and moral contexts of teaching and learning (Pajak, 1993). 
Reflective models include those of Glickman (1990), Costa and Garmston (1988) and 
Zeichner (1992). 
Glickman’s (1990) “developmental model” of clinical supervision identifies 
three behavioral approaches to supervision, which are selected depending upon the 
developmental stage of the teacher. A directive supervisory approach (geared for 
inexperienced teachers) involves giving directions, establishing standards, and 
reinforcing consequences. Listening, encouraging, clarifying, and reflecting back 
teachers’ perceptions characterize a nondirective supervisory approach (considered 
appropriate for when the supervisor is not concerned about any particular problem with 
a teacher). A collaborative approach (most successful for experienced teachers) might 
17 
include some nondirective behaviors but also uses problem solving and resolution 
negotiating (Pajak, 1993). 
Costa and Garmston’s (1988) “cognitive coaching” supervision approach, which 
includes a pre-observation conference, the use of various observation strategies, and a 
post-observation conference, is very close to the original clinical supervision model 
developed by Cogan (1973). Supervisory goals include the development of trust, the 
facilitation of teacher learning, and the development of teacher autonomy. The 
supervisor asks mediating questions to encourage the teacher to explore her/his thinking 
in the interest of becoming more self-directed and reflective. The assumption of 
cognitive coaching is that when teachers think reflectively about their teaching, they 
begin to make more effective decisions about their instruction. 
Informed by his extensive experience in the supervision of preservice teachers, 
Zeichner’s (1992) “reflective action” supervision model argues for more widespread 
involvement of teachers in shaping the culture of schools. He contends that teachers 
should be encouraged to actively reflect not only upon their practice and beliefs, but 
also upon the social and political context in which their teaching occurs. In order to 
become more reflective practitioners, teachers need to develop the technical skills of 
inquiry and keen observation, while simultaneously viewing classroom events as they 
relate to the broader social issues of race, class, and gender. He advocates for teacher 
professional development to include the use of action research, seminars, journal 
writing, and conferencing following formal classroom observations. 
Glathom (1990) classifies these various clinical supervision models under the 
umbrella term “cooperative professional development.” He suggests that while there is 
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little “hard” evidence that such approaches result in better student achievement, there is 
significant evidence that cooperative professional development makes teaching a more 
professional job. As skilled professionals, teachers need to have control over their 
professional development, and feedback should not always come from administrators or 
supervisors. Cooperative professional development models offer an avenue where 
support can be provided by colleagues. Glathom proposes the following general 
principles as a theoretical framework for any clinical supervision model: 
1. The primary purpose of supervision is to improve student achievement by 
facilitating the professional growth of the teacher. 
2. The primary means for reaching that goal is enabling the teacher to direct and 
accomplish his or her own professional growth. 
3. Teaching is a craft, science, and art. 
4. There is no single “best” way to teach. 
5. The optimal supervisor-teacher relationship is a collaborative one. 
6. Supervision is concerned primarily with development not evaluation. 
7. Both the supervisor and the teacher should adopt a broad perspective that is 
sensitive to the multifaceted influences affecting teaching. 
8. Teachers are unique individuals with varying developmental needs. 
9. Supervision is a value-laden pursuit, one in which ethical action is a basic 
requisite, (p.160) 
The evolution of supervision from Cogan’s initial clinical supervision model 
to the more recent developmental/reflective models appears to progress largely in 
response to the many social and cultural changes in teaching and schooling. Current 
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models of supervision call for teachers to not only reflect upon their practice in order to 
improve instruction, but to also discover the many context-specific principles 
underlying their practice that either promote or hinder issues of social justice and 
equity. Contemporary conceptualizations of supervision recognize the importance of 
teachers’ involvement in decision-making processes regarding their professional 
development, and view supervision as facilitative rather than evaluative. 
Peer Coaching: An Enhancement of Traditional Supervision 
of Preservice Teachers 
Concerns exist about the level and quality of supervision student teachers 
receive within their practicum experiences. Most cooperating teachers are selected by 
teacher education programs based upon their proximity to the university and their 
availability. The school and its mission and the quality of teachers’ instruction or 
mentoring practices are rarely considered (Goodlad, 1990). Understandably, the 
priority of most mentor teachers is their classroom students, and student teachers must 
often compete for their time. In most instances, cooperating teachers are not 
comfortable providing student teachers with constructive criticism, and are rarely 
trained in supervision skills (Guyton, 1989; Metcalf, 1991). 
After an observation of a student teacher’s lesson, a cooperating teacher might 
tell the student teacher what went well with the lesson, what should be changed the next 
time, and how they might change it. Time is usually limited and the opportunity to 
encourage the preservice teacher to engage in reflective thinking about the lesson, 
prompted by either data presentation or questioning from the mentor teacher, usually 
does not occur (McAllister & Neubert, 1998). Some teachers are unable to encourage 
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this type of reflective thinking because it may be unfamiliar to their own type of 
practice and dispositions, or they may perceive a student teacher that questions their 
teaching practices or considers alternative approaches as a threat to their own classroom 
routine. Preservice teachers who are not provided with opportunities to analyze and 
reflect upon their teaching experiences often become passive recipients of their mentor 
teachers’ knowledge and skills (McAllister and Neubert, 1998). 
Even when cooperating teachers are able to provide student teachers with a 
sense of their pedagogical thinking and assist the student teachers to examine the 
assumptions and beliefs they bring to the experience, a typical practicum experience 
unnecessarily limits student teacher learning (Zeichner, 1992). Individual student 
teachers continue to be placed within one cooperating teacher’s classroom for their 
practicum, and their experiences in teaching and learning are limited to that single 
environment. 
A master teacher, however versatile, can offer a student only a limited set of 
skills, attitudes, and personality traits. This teaching may be excellent, but it 
cannot be exhaustively excellent. There will certainly be areas of teaching 
excellence that are not illustrated by any one master teacher, and more 
appropriate ways of doing things than those the master teacher employs. 
(Zeichner, 1992, p.14 citing Stone & Morris, 1977) 
Although student teachers may be in the same practicum site as other student teachers, 
it is an unusual occurrence for preservice teachers to be exposed to classroom life 
beyond the domain of their mentor teacher. In fact, student teachers learn a good deal 
about how to survive on their own (Goodlad, 1990). 
Even with the involvement of a college supervisor, student teachers still have 
infrequent opportunities to discuss and reflect upon their teaching practice. University 
supervisors are usually graduate students with demanding schedules, or college 
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professors who, because of the low status of supervision work, have very little 
institutional incentive to spend time in schools (Pierce & Miller, 1994; Zeichner, 
1996b). Due to the inadequate financial resources of most schools of education 
(Zeichner, 1996b; Goodlad, 1990), supervisory visits are often infrequent, providing 
little time for adequate reflection. “Student teachers learn to prepare for, to cope with, 
and to recover from these periodic visits from their college supervisors” (Caruso, 1993, 
p.l). Despite the existence of clinical supervision models and strategies, student 
teachers are often evaluated largely on their personality and social adequacy rather than 
on their instructional capabilities (Guyton & McIntyre, 1990). In addition, university 
supervisors generally have little contact with cooperating teachers beyond what is 
mandated by state requirements. Mentor teachers frequently complain of a lack of 
communication between the teacher education program and their school, and student 
teachers complain of a lack of connection between their university course work and 
classroom practice (Caruso, 1993). 
In an effort to provide prospective teachers with a more extensive knowledge 
base of teaching, including a more thorough integration of pedagogical study within the 
practical realities of schools, McDermott, et al. (1995) advocate for longer and 
additional field placement experiences. The Holmes Group’s (1986) statement has also 
been instrumental in encouraging preservice teacher education to devote a significantly 
larger portion of preservice teachers’ professional preparation to field experiences. As 
future teachers continue to assume greater amounts of time in field placements, the 
importance of quality supervision throughout these experiences will also increase 
(Metcalf, 1991). 
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During the past ten years, researchers have begun to investigate the effectiveness 
of using peer coaching as an enhancement to the traditional supervisory model within 
most preservice teacher education programs. Peer coaching has been shown to provide 
effective, additional feedback to preservice teachers, thus expanding their reflective 
opportunities. Peer coaching also encourages preservice teachers to begin working as 
team members in a supportive and collaborative learning community, providing an 
alternative to the relative isolation of most teacher preparation programs (Benedetti, 
1999; Bowman, 1995; McAllister & Neubert, 1998). 
Peer coaching, sometimes labeled peer collaboration (Glathom, 1990), and 
sometimes used synonymously with coaching (Joyce and Showers, 1983) can have a 
wide range of meanings (Glathom, 1990). For the purpose of this paper, peer coaching 
will be defined as a process in which two preservice teachers meet regularly for 
planning, classroom observation, and reflection (Benedetti, 1999; McAllister & 
Neubert, 1998) with the intent of fostering each other’s professional growth (Glathom, 
1990). 
Numerous benefits of peer coaching have been identified. They include: 
reducing teacher isolation by providing collaborative opportunities for the sharing of 
ideas and successful practices, establishing a process for addressing instructional 
concerns and transferring new learning into practice, encouraging reflective thinking, 
and empowering teachers to view themselves as change agents who can shape 
instruction (Neubert & McAllister, 1993; Robbins, 1991; Showers & Joyce, 1996). 
Peer coaching helps to move teacher supervision away from occasional 
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university evaluation to ongoing collegial feedback and support, giving teachers control 
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of their own learning, including their supervision. When teachers are able to choose the 
focus of their observation and type of data they want a peer to collect, teachers are in 
control of their own professional development (Robbins, 1991). They are able to 
actively participate in determining the direction of their development as they 
systematically study and reflect on their practice, and consciously develop their own 
theories of practice (Gonzalez & Darling-Hammond, 1997). 
Peer coaching is consistent with the core assumptions of an inquiry-oriented 
practice, as it provides for continuous learning and encourages greater risk-taking due to 
its non-judgmental and non-evaluative nature (Hawkey, 1994). Typical supervision 
models encourage preservice teachers to demonstrate mastery rather than experiment 
with new approaches (Grossman & Richert, 1996). “Risk of failure always 
accompanies an attempt at something new. If teachers are to take such risks, they 
cannot feel that temporary failure will be used against them” (Pajak, 1993, p.223). 
Preservice teachers who are familiar with the rationale, benefits, and procedures 
of a peer coaching process may well begin their first years of teaching with the skills 
and disposition to collaborate as members of a professional learning community. This 
ability to engage in shared dialogue and problem solving may counteract the high 
attrition rate that occurs among newly hired teachers, as these teachers come prepared to 
share their teaching with others, and are comfortable asking for assistance when they 
need it (Benedetti, 1999). They view their colleagues as resources and themselves as a 
potential resource for other teachers. 
Research on peer coaching stresses the importance of using a clinical 
supervision cycle (a pre-observation or planning conference, an observation, and a post- 
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observation or debriefing conference) to frame a successful coaching process 
(Garmston, 1987; Hendrickson et al., 1988; Neubert, 1993). The collaborative nature of 
peer coaching completed within a clinical cycle establishes a trusting relationship that is 
both supportive and non-evaluative. The coach’s role in a peer coaching process is to 
ask non-judgmental and open-ended questions, provide empathic listening, and strive to 
be sensitive to the teacher’s learning style, belief system, and level of concern. A coach 
helps the teacher interpret, analyze, and reflect upon instruction (Bowman, 1995). A 
coach guides the teacher to explore her or his thinking as s/he moves toward the goal of 
becoming more self-directed (Colton & Sparks-Langer, 1992). Gonzalez & Darling- 
Hammond (1997, p.75) note. 
In classrooms with immigrant and minority students, the particular issues raised 
by language and culture should receive special attention. The role of the teacher 
as coach is twofold. He or she can assist the observed teacher in seeing the 
material from the vantage point of students, bringing in consciousness the taken- 
for-granted patterns of language and behavior that students use and that the 
teacher uses in response. In addition, a teacher coach can help the observed 
teacher examine these patterns and other teaching choices in the context of 
social or political issues and cultural differences. 
Although extensive research exists on the use of peer coaching with inservice 
teachers, much less is devoted specifically to the contribution that peers make in a 
preservice education program (Hawkey, 1995). Several studies have examined the 
impact of combination supervision (cooperating teacher, college supervisor, and fellow 
student teachers) on the development of student teachers. Caruso’s (1993) early 
childhood and elementary student teachers engaged in a peer supervision process in 
teams of four, while the cooperating teachers and college supervisors used a traditional 
model of supervision. Student teams observed a videotape of a peer’s lesson, and 
engaged in a post conference afterwards. During the video observation, peer coaches 
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were assigned various areas to focus upon (one peer might study students’ behavior, one 
might look at the concepts and skills being taught, and another might examine the 
methods and procedures employed during the instruction). Findings indicated that 
student teachers felt their peers were nearly as helpful during their practicum experience 
as their college supervisor in providing supervision. This was significantly higher than 
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what the students had expected from their peers, as indicated on a pretest prior to the 
beginning of the peer coaching experience. The study findings, however, did not 
demonstrate that the peer supervision significantly improved the student teachers’ 
ability to plan lessons. 
Miller, Harris, and Watanabe (1991) also looked at the effects of peer coaching 
in addition to university supervisor coaching. In their study, six preservice teachers 
worked in pairs in a practicum site and coached one another daily on 21 specific 
teaching behaviors from the Florida Performance Measurement System, a well-designed 
observation system. The effects of the peer coaching process were analyzed in a 
multiple baseline design, with results indicating that effective teaching behaviors 
increased and ineffective teaching behaviors decreased for all students. 
Intern pairs engaged in a supervision cycle in conjunction with the supervision 
provided by the cooperating teacher in a peer coaching project in Saskatchewan, 
Canada (Pavelich, 1992). Findings indicated that both the interns and the mentor 
teachers found the process provided additional support as well as feedback, while 
increasing the interns’ overall teaching effectiveness. However, factors such as 
scheduling, workload and the frequency of observations had to be adjusted to make the 
process a more worthwhile experience. Another study from the University of 
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Saskatchewan (Barnett & Bayne, 1992) described a pilot project where interns were 
clustered in one elementary school. One of their goals was to strengthen the concept 
that professional development for teachers is a continuum with the internship being at 
the beginning. The interns were encouraged to seek opportunities to plan and teach as a 
team with one another and with their mentor teachers. The interns indicated an 
appreciation for the additional resources and larger support system that the project 
provided, and welcomed the opportunity to learn in more than one classroom setting. 
Based on the assertion that an essential aspect of adult learning is that material 
must be meaningful to the learner, Wynn (1988) looked at student teachers participating 
in an experimental seminar that included peer coaching, and compared them with 
student teachers participating in a traditional seminar. In the experimental model, 
student teachers’ peers, college supervisor, and cooperating teachers assisted them in 
setting instructional goals and designing strategies to meet their goals, whereas in the 
traditional seminar, the interns’ instructional needs were determined by the course 
instructor. Videotapes provided the means by which peers were able to observe and 
give feedback to each other on progress toward meeting specific instructional skills. 
Results indicated that student teachers in the experimental group obtained significantly 
higher scores on overall teaching performance than the uncoached group, as determined 
by the pretest and posttest scores of videotapes from both the experimental and 
comparison groups. 
Morgan, Gustafson, Hudson, and Salzberg (1992) investigated the effects of 
peer coaching on five preservice teachers who were experiencing difficulties mastering 
instructional teaching behaviors. They were coached by preservice teachers who had 
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mastered the required teaching behaviors in a previous practicum experience. The 
preservice coaches were given extensive training prior to the study’s implementation 
and continued monitoring throughout the study. Results indicated that coaching 
increased the effective teaching behaviors while decreasing incorrect or ineffective 
behaviors for all of the lower-performing teachers. The authors suggested that the cost 
effectiveness of peer coaching procedures needed to be closely examined in future 
studies, and procedures established to ensure generalization of mastered skills to new 
settings. 
The effects of using a peer coaching model in an early field experience with 
preservice teachers of reading were analyzed by Anderson, Caswell, and Hayes (1994). 
After attending an orientation session on reciprocal peer coaching, thirty-four 
elementary education students participated in four coaching sessions, twice as the 
presenter and twice as the observer responsible for coaching. The authors concluded 
that peer coaching was a viable method for providing additional feedback to preservice 
teachers. In addition, students noted the value of being observed by a peer and 
indicated they were more relaxed during these observations than when observed by the 
reading professor. Seventy-three percent of the student teaches reported feeling anxious 
and nervous while their professor observed, and only 20% found the supervisor’s 
feedback helpful. Overall, 90% of the students reported the peer coaching sessions 
were beneficial and recommended continuation of the peer observation sessions for 
future practicum experiences. 
Also working with students in an early field experience, Wynn and Kromrey 
(1999) examined students’ perceptions while working in peer coaching pairs. With the 
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collaborative support of a peer coach, practicum students developed and implemented 
lessons and then reflected on the lesson afterwards. As part of the feedback conference, 
the peer coach listed two areas of strength and two suggestions for improvement. 
Perceived benefits to the students included the development of support and collegiality, 
improved instructional strategy implementation, and the expansion of opportunities for 
reflection for both the student being observed and the peer coach. A noted limitation to 
this study was a lack of clear method for measuring the degree to which the student 
teachers’ lessons were enhanced through the peer coaching process, and a suggestion 
was made for more precise measurement using videotape evaluation. 
McAllister and Neubert (1995) also studied the effects of peer coaching during 
early field experiences. They used peer coaching to encourage their preservice students 
to become more reflective, to help transfer instructional strategies learned in methods 
courses to classrooms, and to encourage collegial support and professional growth. 
Peer coaching also was found to promote effective strategy implementation for student 
teachers during their final internship (Neubert & McAllister, 1993). 
Noting the importance of collaborative relationships between special educators 
and general educators to promote successful inclusive environments, several authors 
have described research studies using peer coaching and other collaborative practices 
with special education preservice students and pairs of elementary and special education 
preservice students (Hudson & Glomb, 1997; Hasbrouck, 1997; O’Shea, Williams, & 
Sattler, 1999). With the trend toward the integration of children with special needs into 
regular classroom settings, classrooms are increasingly becoming territories that are 
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shared by a team of teachers, where cooperation and collaboration is essential for the 
success of all students. 
The teacher education program at Southern Utah University paired special 
education majors with elementary education majors in instructional methods classes 
where they developed unit plans for a particular grade or content area. The special 
education/general education pairs were also given cases describing hypothetical 
students with learning disabilities and had to collaboratively develop lesson plans that 
included modifications for these students (Hudson & Glomb, 1997). 
In an O’Shea, Williams, and Sattler (1999) research study, special education and 
elementary education preservice teachers were also asked to collaboratively problem- 
solve case studies of students with disabilities, and jointly devised appropriate 
instructional modifications for a language arts unit. In interview response findings, over 
80% of the special education preservice teachers indicated that the sharing of 
experiences with the elementary education preservice teachers allowed them to learn 
from their peers, while less than 15% of the elementary preservice teachers suggested a 
similar theme. The researchers noted that some of the preservice teachers appeared to 
have difficulty perceiving the “big picture,” and seemed more interested in the ease of 
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project completion than participating in an experience which “set the stage” for future 
conferring roles. Citing the difficulties that these preservice teachers experienced with 
collaboration (differing professional goals and philosophical perspectives, scheduling 
and time issues, unsuccessful dyads), the researchers recommended that teaming 
strategies be taught early in teacher education programs. They believed that such 
preparation could provide opportunities to hear and present varied points of view. 
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encourage mutual problem solving, promote positive peer relationships, and most 
importantly, help preservice teacher to focus on students, rather than on issues that 
might divide them (p.156). 
Also working with preservice special education teachers, Hasbrouck (1997) used 
a mediated form of peer coaching to guide the observation and coaching process. 
Facilitated by experienced consulting teachers, preservice teachers engaged in peer 
coaching with a minimal amount of training. Study participants demonstrated an 
improvement in instructional skills, and indicated they regarded the process of 
providing and receiving critiques of instructional skills as contributing to their self- 
confidence and sense of professionalism. The design of this study, however, did not 
permit the conclusion that the instructional skill improvements were solely due to the 
effects of peer coaching, with the researchers noting the variability of the preservice 
teachers’ practicum experiences. 
Some researchers have emphasized the value of fostering collaboration at the 
preservice level but indicate that collaboration occurs best between peers who either 
like each other or who have compatible teaching styles, and indicate that individual 
dispositions toward particular approaches or learning styles need to be considered 
(Marshall & Herrmann, 1990). Suggesting that gender-related variables need to be 
considered. Hawkey (1994) noted that, “male pairs treated the activity of post lesson 
evaluations as just another task that they had agreed to do, whereas the female pairs 
used the activity to pursue their own development” (p.181). 
A study at The State University of New York investigated the perceptions of 
preservice teachers regarding peer observation during their student teaching practicum. 
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The student teachers’ perceptions of peer evaluation in regard to instructional benefits 
and comfort levels were looked at in comparison to the feedback they received from 
their mentor teachers and college supervisors. Using quantitative and qualitative data, 
Rauch and Whittaker (1999) demonstrated that regardless of the evaluator (peer, 
cooperating teacher, supervisor), students had a positive perception of observation in 
terms of improvements to their teaching. The students indicated that they felt most 
comfortable receiving feedback from their mentor teachers. Given the ongoing contact 
the students had with their cooperating teachers, the researchers did not find this result 
surprising. However, students felt at least as comfortable, if not more comfortable, 
being observed by their peers as with their university supervisors. 
Rauch and Whittaker attributed this high comfort level to several factors: the 
reciprocal nature of peer observations, the fact that this supervision was not connected 
to a grade, the shared “newness” between peers which prompted reciprocal 
investigation and questioning, and the added learning that occurred from students being 
observers in various classroom environments with different students, teaching 
strategies, and curriculum. The students also seemed to value the feedback and 
perspectives of a peer who was at a similar point in their teaching development. Peer 
observation seemed to be most helpful to the students who recognized the broad 
potential of the process - that learning occurs not simply from the modeling and 
supervision of experts but from the interaction and reflection with peers. This result 
supports similar findings that teachers can learn better from colleagues than from 
supervisors (Hawkey, 1995; Sparks, 1986). 
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Peer Coaching: A Reflective Tool 
Reflective teaching has become a prominent focus within teacher education 
programs. Shulman (1987) describes reflection as “what a teacher does when he or she 
looks back at the teaching and learning that has occurred and reconstructs, reenacts, and 
recaptures the events, the emotions and the accomplishments. It is that set of processes 
through which a professional learns from experience” (p.31). Liston and Zeichner 
(1987) describe three levels of reflection that preservice teachers can attain. At the first 
level, student teachers focus on curriculum and pedagogy to attain educational goals. 
On the next level, preservice teachers consider the underlying assumptions of 
pedagogical actions. Lastly, student teachers engaged at the third and final level reflect 
on the social and moral implications of pedagogical practices and the structure of 
schools. Zeichner (1996a) suggests that genuine reflection at this level not only fosters 
teacher development but also supports the realization of greater equity and social justice 
in schools and society. Teachers reflecting at this level consider issues such as gender, 
social class, and race and how they are embedded in their school and classroom 
practices. 
One consequence of this isolation of individual teachers and the lack of attention 
to the social context of teaching in teacher development is that teachers come to 
see their problems as their own, unrelated to those of other teachers or to the 
structure of schools and school systems; thus we have seen the emergence of 
terms such as “teacher burnout” and “teacher stress.” The attention of teachers 
is directed away from a critical analysis of schools as institutions and toward a 
preoccupation with their own individual failures. (Zeichner, 1996a, p. 205) 
For many preservice teachers, a reflective disposition does not come 
automatically. Research, however, has shown that reflective thinking can be fostered 
through practice and training (Ferguson, 1989; McAllister & Neubert, 1998; Rudney & 
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Guillaume, 1990). Several conditions appear to foster reflection. First, preservice 
teachers must be given many opportunities and sufficient time, both within courses and 
practicum sites, to engage in analysis and reflection. Second, reflective opportunities 
must occur within the context of a community, whereby student teachers’ thinking can 
be both supported and extended through the hearing of differing perspectives. Allowing 
time for preservice teachers to clarify, refine, and articulate their initial concerns lays 
the foundation to becoming a reflective teacher (Rudney & Guillaume, 1990). Finally, 
reflective opportunities need to be guided. “Preservice students cannot be expected to 
be successful at reflection merely by be being told: ‘Reflect!’ That is like ordering a fat 
person: ‘Be thin!”’ (McAllister & Neubert, 1998, p.7) 
Furlong (1990) explored the views of education students on their teacher 
preparation program, focusing in particular on three areas: practice, reflection, and 
theory. The students had an equally strong concern with all three aspects of their 
professional preparation and clear ideas as to how these areas could be interrelated in 
their courses. 
Students...wanted the opportunity to understand their teaching experience by 
reflecting on it and discussing it with those around them. It was only by going 
through this process of shared discussion and reflection that they could start to 
understand those practical experiences in a more generalized way at the level of 
principle. This was part of what we characterized as .. .the beginnings of critical 
professional development. (Furlong, 1990, p.97) 
Discussion and reflection were seen as very valuable to these students. In an 
open-ended questionnaire that evaluated their training, a quarter of the students 
mentioned the lack of time devoted for reflection as a distinct disadvantage of their 
educational program. This concern was carried over into their induction year. In 
considering their first year of teaching, approximately three-quarters of those who 
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experienced an induction program indicated that the most valuable aspect of it was the 
informal contact and discussion with colleagues. 
McCallister and Neubert (1998) feel that it is the job of teacher educators to 
provide scaffolding in reflection to preservice teachers. This would take the form of 
guided practice in reflection both before and throughout their practicum experiences. 
Preservice teachers need to acquire the disposition of reflective practitioners before they 
begin their field component through processes such as critiquing peers’ journals, 
analyzing case studies and reflecting upon videotapes. Similar techniques, including 
the addition of a peer coaching process, would then be used throughout the practicum 
experiences. 
Focusing on the development of collaboration and reflection between both 
student teachers and student teachers and mentor teachers, Yopp and Guillaume (1999) 
of California State University encouraged their student teachers to reflect on teaching 
and learning using a “Demonstration-Application Lesson Cycle.” Their model 
incorporated cooperative planning and peer coaching while also linking the university 
and the school as partners in the preparation of prospective teachers. University 
students viewed demonstration lessons conducted by highly effective teachers, in 
teachers’ own classrooms and with their own students. Following the demonstration 
lesson, a pair of preservice teachers developed and implemented a similar lesson in the 
demonstration classroom as their peers observed. The lesson cycle was completed 
when the students got together to analyze and reflect on their lessons. 
Benedetti (1998) called attention to the support peers can provide to each other 
as they move through student teachers’ developmental stages. As preservice teachers 
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begin their practicum experience, they move from concerns about their own survival 
and identity as a teacher to worrying about the duties of a teacher, including managing 
student behavior, learning classroom procedures, planning lessons, and communicating 
clearly. At the final and more mature stage, student teachers are able to reflect upon the 
needs of their students and the effectiveness of their teaching. As procedural skills 
become more integrated and automatic, student teachers are able to focus on whether 
their instruction has helped children to successfully leam (Fuller and Brown, 1975). 
Opportunities for student teachers to jointly think through these stages can be 
enormously beneficial in providing the support that leads them more quickly to a higher 
stage of development. In fact, the emotional support provided by peers to preservice 
teachers may be as critical as the instructional support (Hawkey, 1995). 
Richert’s (1992) research also highlighted the significance of peers on the 
affective domain in learning to teach. She felt that when students were given 
opportunities to articulate and reflect with their peers upon the emotional nature of 
teaching, they were more likely to move on to other types of reflections. Her study, 
which had student teachers reflect upon one week of their teaching under four different 
conditions, found clear differences in the content of student teachers’ reflection, which 
were dependent upon the conditions in which the reflection occurred. Under Condition 
1 (no partner and no teaching portfolio), the content of the reflection was mostly 
personal; under Condition 2 (a portfolio but no partner), reflections largely had to do 
with the contents of the teaching portfolio; under Condition 3 (a partner but no 
portfolio), reflections were on general pedagogy; and with Condition 4 (a partner and a 
portfolio), the reflections were on content-specific pedagogy. Richert suggests that the 
36 
structure provided by both the teaching journal and a partner helped to ensure the 
desired reflection of content-specific pedagogy. 
A peer coaching process is one way to provide structured opportunities for 
preservice teachers to become more reflective practitioners (Caruso, 1991; Rauch & 
Whittaker, 1999). Engaging in shared dialogue and collegial problem solving enables 
student teachers to view their peers as valuable resources, while also offering 
enrichment to the supervision provided by a university supervisor and a cooperating 
teacher. A peer coaching process can lend both emotional and instructional support to 
student teachers as they observe and discuss differing perspectives on the art of teaching 
(Benedetti, 1999; Bowman, 1995; Collier, 1999; McAllister & Neubert, 1998). 
Video Analysis: A Reflective Tool 
Underscoring the need for preservice teachers to assume a central role in the 
assessment of their own learning, Howey and Zimpher (1996) suggest a developmental 
sequence that begins with student teachers observing and engaging in discourse with 
mentor teachers as these veteran teachers unpack and elaborate upon their theories in 
practice. In the second phase, student teachers would engage in videotaped self- 
analysis and reflection upon their own teaching with the support of peers. In the final 
phase, there would be more engagement with mentor teachers with an emphasis on the 
student teachers’ instruction. 
v 
Prospective teachers employing various conceptual lenses should view dozens 
of hours of videotape representing principles that guide good teaching on the 
one hand and the pervasive problems teachers encounter on the other. 
Preservice teachers should be able to pursue this task in a context in which 
complex phenomena can be represented from a variety of perspectives, through 
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multiple media, and at a time and place conducive to their learning (Howey 
1992, p.8) 
Although a review of the literature reveals evidence that videotape analysis is an 
effective tool to increase teachers’ reflective ability and evaluate teacher performance, it 
is infrequently used in schools and teacher education programs. While the availability 
of video camcorders is high within schools (98.3%), inservice teachers’ use of 
videotaping (30.6%) and preservice teachers’ use of videotaping (33.6%) is low 
(Anderson, Major, & Mitchell, 1990). 
In most educational institutions, video recordings are much more likely to be 
used by athletes and their coaches who spend hours analyzing game films, than by 
teachers who spend a fraction of their time reviewing recordings of their classroom 
interactions (Acheson & Gall, 1987). Preservice teachers are also hesitant to videotape 
their teaching, even when encouraged to do so by their university supervisor or 
cooperating teacher (Jensen, 1994). Consequently, some teacher preparation programs 
require student teachers to videotape several teaching episodes as a focus for reflection 
and self-assessment. 
It is important to recognize why some student teachers and teachers view 
videotaping as a discomforting or negative experience even after this observation 
method has been shown to possess positive and unique benefits. Teachers worry about 
how others perceive them, and possibly having their “warts” discovered. 
Videotaping advocates must recognize that videotaping can be an invasion of 
privacy that reveals much that is initially disturbing to the participant. As well, 
teachers worry about who will see their tapes and how long they will be kept. 
Two types of relationships contrast the ethics of power and concern for others. 
In a superior/subordinate relationship, the subject might be required to 
participate in videotaping controlled by the teacher educator administrator to 
earn grades, or to provide evidence for promotion. The intention of this top- 
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down relationship might be to help the teacher improve through videotaping. 
By ignoring the participants’ perspectives, however, the unintended effect may 
be to “open their teaching to unwanted dissection by others.” (Smith, 1996 p 
24) 
Preservice teachers can be helped to overcome their initial discomfort of sharing 
their teaching with others. Assurances can be provided that videotapes will be used as a 
stimulus for improvement rather than against them in a teacher evaluation. Smith 
(1996) advocates the use of a peer coaching process for the analysis of videotapes in 
preservice education, where trust among the viewers is clearly established and criteria 
for teachers to receive constructive feedback is understood by the group. 
In a peer coaching relationship, the subject’s viewpoint is elicited. The subject 
controls decisions about the videotaping, analysis, audience, and use. Pairs or a 
group of peers take turns as subjects and coaches so that confidentiality, public 
disclosure, and risk-taking is shared. The intention of this side-by-side 
relationship is to empower the subject and to make teacher-selected videotapes a 
source of instructional enhancement. (Smith, 1996, p.24) 
Preservice teachers need to be cued to look for specific information within their 
video, as viewing a video of oneself or others is like sitting in a classroom and watching 
another teacher. It is rapid and complex. Student teachers, when initially exposed to a 
video of themselves, tend to focus on the “cosmetics” of their performance, including 
their physical appearance, clothes, and voice quality. They also tend to be extremely 
critical of themselves in their initial encounters with recording. On the other hand, 
when preservice teachers are encouraged to view their videos with a specific intent, 
observations that are more meaningful are likely to occur. Accordingly, it is important 
for specific classroom and instructional behaviors to be highlighted and used to guide 
the analysis (Acheson & Gall, 1987). 
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Reluctance to use videotaping also stems from the discomfort student teachers 
may experience with using new technology. By adopting a formal protocol (including 
securing commitments for videotape use, mastering production skills, setting 
expectations, and developing schedules), difficulties that often lead to negative 
experiences can be minimized (Thomson, 1992). In Thomson’s study, while student 
teachers’ reactions to the use of videotaping by itself were mixed, they all agreed that a 
combination of videotape use and traditional supervision was more effective than either 
by themselves. He emphasized that optimum learning occurred when videotapes were 
critiqued cooperatively by both the student teacher and the supervisor. 
Another barrier to the effective use of videotaping stems from the possibility 
that video equipment within a classroom may alter students’ responses. To prevent 
pupils from responding in a “ham,” “clown-like,” or self-conscious fashion, students 
need assurances that videotaping is recording teacher instruction and not student 
behavior. Allowing students to view the tape afterwards may also make this experience 
less distracting or disruptive (Smith, 1996). Other limitations may include: extra 
expenditure of time for the setting up of equipment for video recording and playback, 
student voices not being audible with camera-mounted microphones, and other 
technological difficulties such as malfunctioning equipment (Smith, 1996). 
Videotaped teaching segments have been used as a structured opportunity to link 
interns’ knowledge from course work to their practicum experiences (Kasten & Ferraro, 
1995). Sponsored by the Illinois State Board of Education, Thompson and Wiegmann 
(1993) used a video project of outstanding teachers to illustrate pedagogical concepts. 
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Combining video technology and the case study method of teaching, Rowley 
and Hart (1996) used their video series of classroom situations entitled “Becoming a 
Star Urban Teacher” to give preservice and inservice teachers opportunities to share 
experiences and reflect together on best practices. Miels (1999) also used video clips of 
best practice strategies modeled by classroom teachers to illustrate objectives for a 
preservice teachers’ practicum course. 
Video clubs have been shown to be an effective avenue for inservice teachers’ 
professional development (Finn, 2002). Using an investigative rather than an evaluative 
process, teachers examine their instruction outside of the hectic demands of the 
classroom. When teachers are able to focus on specific aspects of their classroom such 
as discourse, they report becoming more aware of student’s ideas and thinking during 
their classroom instruction (Sherin, 2000). Not knowing their colleagues’ students 
allows teachers to view their peers’ tapes more closely, paying particular attention to 
good questions, teacher wait time, and how other teachers interpret their students’ 
language. “As the teachers increasingly valued the role of talk in their own.. .learning, 
they became committed to creating a culture that engendered good talk in their 
classrooms” (Storeygard & Fox, 1995, p. 26). 
The sharing of videotapes with peers can result in mutual support, improved 
reflection, the development of coaching skills and a collective interest in sharing 
teaching strategies and solving teaching problems (Smith, 1996). Several guidelines 
I 
help decrease preservice teachers’ initial discomfort with sharing their videotapes with 
others. These include: establishing a trusting relationship where student teachers know 
their video tapes will be used as a tool for improvement rather than evaluation. 
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providing a focused format to guide student teachers’ videotape analysis, providing 
specific protocols for the use of technological tools, and presenting numerous 
opportunities for student teachers to share and reflect on their video experiences with 
peers. 
The Need for Restructured Field Experiences: 
Professional Development Schools 
Prospective teachers’ culminating experience is usually the student teaching 
practicum experience. This traditional path to becoming a teacher provides preservice 
teachers with the essential bridge between theory and practice. Preservice teachers 
praise the value of their field experience in relation to the rest of their educational 
program (Goodlad, 1990). The practical aspects of learning to teach are 
overwhelmingly considered to be the most important component of their teaching 
preparation (Lanier & Little, 1986). Yet, most of these practicum experiences occur in 
White, middle-class settings, which do not offer prospective teachers the opportunities 
and challenges that they can expect to discover in urban classrooms (Ladson-Billings, 
2000; Zeichner, 1996b). 
Given that most preservice teachers are White, middle class, and monolingual, 
large numbers of students of color, many of whom are poor, are left without the benefit 
of teachers who have been prepared for the cultural and linguistic diversity they may 
encounter (Zeichner, 1996b). The majority of teacher education programs are not 
preparing teachers who are either able or disposed to address the issues confronting 
many students who live in cities and rural areas as well (Howey, 1992). Zeichner 
% 
% 
(1996b, p. 216) also notes. 
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The practicum often fails to prepare student teachers for the full scope of the 
teacher’s role. Unless the practicum gives student teachers a direct 
understanding of how their work in the classroom fits into the larger contexts of 
school and community, and the capability to deal effectively with colleagues, 
administrators, parents, and community people, their effectiveness in the 
classroom will be severely compromised. 
Professional Development Schools are practicum sites that have a special 
commitment to the preparation of prospective teachers. Also called clinical schools, 
professional practice schools, and partnership schools, they are based on the belief that 
teacher education needs to be a shared responsibility among the equal partners of the 
school and the university (Burstein, et al, 1999; NCATE, 2001). The National Council 
for Accreditation of Teacher Education (2001) lists five standards in articulating their 
framework for a professional development school (PDS). These standards include: a 
learning-centered community that supports the learning and development of students, 
preservice teachers and PDS partners through inquiry-based practices; an accountability 
system that upholds professional standards for teaching and learning; collaboratively 
designed roles and structures to support improved outcomes for students; equitable 
learning opportunities for all PDS participants; and the use of resources and structures 
to articulate the PDS mission. 
Professional development schools believe it is their mission to initiate new 
teachers into a social culture that is distinctly different from more traditional school 
settings. The socialization norms of these schools are designed to support collaborative 
learning, and are characterized by teachers working together, researching together, and 
observing each other, always with a view towards school wide improvement. Student 
teachers are clustered in cohort groups within these schools to provide opportunities for 
% 
observation and interaction with other learners (Howey, 1996). Some professional 
development schools pair preservice teachers together in one classroom or with teams 
of teachers. These practices encourage new teachers to see more than one type of 
teaching modeled, and to observe different groups of children at different 
developmental levels (Levine, 1996). 
The beneficial outcomes of placing groups of student teachers or interns in the 
same school setting are numerous. Cohort arrangements allow for the development of 
learning communities and a larger support system (Barnett & Bayne, 1992; Howey, 
1996). Individualism and isolation are decreased as the cohort group begins functioning 
as a working group in a collegial relationship that is similar to a school faculty (Benner 
& Cagle, 1987; Ducharme & Ducharme, 1996). Opportunities for team teaching and 
peer coaching are greater, and the sharing of ideas and expertise increases. 
Student teachers not only receive the support of their peers, but they also receive 
additional attention from the other cooperating teachers in the school. As mentor 
teachers become more familiar with the teacher education program’s goals, they are 
more fully able to participate in the process of helping student teachers reach the 
program’s goals (Barnett & Bayne, 1992). Cooperating teachers are not only teachers 
but become teacher educators, often participating in the teaching of seminars and 
college courses that were previously taught by university staff (Zeichner, 1996b). 
Supervision in professional development schools is usually performed by university 
people, who are based in the school for a significant time rather than for occasional 
\ 
visits. In these sites, the preparation of new teachers becomes the business of the entire 
school, and cooperating teachers take responsibility for all the university students in 
their building (Zeichner, 1992). 
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Howey (1992) indicates that for schools and schools of education to truly 
become professional schools of education, they must demonstrate that they are 
contributing to the resolution of problems in public schools, especially those within 
communities distinguished by poverty. “Unfinished schools” are considered 
professional development schools that are undergoing the process of change from the 
ground up (Zeichner, 1992). These schools serve mostly low-income students of color, 
or are schools with low scoring achievement tests. While these environments might 
seem far from the ideal setting to prepare new teachers, they offer much learning to 
prospective teachers and are exciting places to learn to teach within. 
Locating the practicum in schools like these involves an affirmation of a 
commitment to the preparation of teachers to serve everybody’s children. It 
involves a significant break from the moral vacuum that characterizes much of 
teacher education in North America, a preparation for teaching that has bypassed 
large number of immigrants and ethnic minority students, a teacher education 
enterprise that has in many ways abandoned the purposes of education in a 
democratic society and the struggle for social justice. (Zeichner, 1992, p. 30) 
Effective teacher education programs provide preservice teachers with field 
experiences in diverse school settings, while also presenting students with numerous 
opportunities to reflect upon and discuss their cultural and linguistic assumptions and 
expectations. Through this process, prospective teachers can be helped to identify their 
biases and misunderstandings, and begin to develop attitudes and behaviors that are 
more inclusive of all children and their families (Terrill & Mark, 2000). Preservice 
teachers need encouragement to analyze the personal theories that inform their teaching 
i 
practice by examining them in light of differing views (Zeichner, 1996b). “Perhaps the 
greatest legacy of involvement in a professional development school can be the 
opportunity for prospective teachers to engage with others in the difficult process of 
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school reform and to reflect on this process in the context of teacher education” 
(Grossman & Richert, 1996, p. 209). 
Conclusion 
The above review of the research presented the historical background of clinical 
supervision models, situating peer coaching as one type of cooperative professional 
development. The review also discussed the research on the use of video analysis with 
a peer coaching component, and concluded with an overview of professional 
development schools. Researchers have begun to highlight the importance of 
incorporating peer coaching within teacher education programs as an enhancement to 
the traditional supervisory model. Peer coaching has been shown to provide effective, 
additional feedback to preservice teachers, while expanding upon their reflective 
opportunities. Studies have also demonstrated that peer coaching can be used as a 
vehicle for fostering collegial relationships. 
There is a need for further exploration, particularly using qualitative 
methodology, to demonstrate the credibility and efficacy of using such an approach. 
The following research design section of this paper presents a qualitative study, which 
elaborates upon the benefits and challenges of incorporating a peer coaching model 
within a preservice teacher education program. Further, this study looks deeply at the 
preservice teachers’ conceptualization of collaboration endeavors to gain additional 




It is our belief that research on teacher socialization should be used by teacher 
educators and policymakers in ways that further the roles of teachers as professionals 
who play a significant part in the making of educational policies at the classroom and 
school levels. Zeichner & Gore (1990, p.342) 
Introduction 
This chapter includes descriptions of: (1) the research design; (2) the research 
participants; (3) the teacher education program; (4) the field experiences and practicum 
sites; (5) the data collection sources; (6) the data analysis; (7) ethical considerations; (8) 
the research credibility; and (9) the research limitations. 
Research Design 
The purpose of this study was to investigate the effects of a peer coaching 
process on preservice teachers during their practicum experiences. The study explored 
the effectiveness of using a peer coaching model within a teacher education program, 
particularly looking at the ways in which a peer coaching process affected preservice 
teachers’ collaborative, reflective and inquiry practices. A qualitative research method 
was chosen to complete this study, as naturalistic research paradigms seem to generate 
more meaningful contributions to the knowledge on student teaching experiences 
(Guyton & McIntyre, 1990). “Qualitative research provides better access to thinking 
and behavior and holds more promise of generating information about appropriate roles, 
responsibilities and goals” (Guyton & McIntyre, 1990, p. 524). The ultimate goal of 
* 
qualitative research is to transform data into useful information, “making complex and 
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ambiguous experiences or beliefs comprehensible and communicable to others” 
(Rossman & Rallis, 1998, p.17). This aligns more closely with the current view of 
teaching as a complex and dynamic process rather than a model that views teaching 
only as it results in student outcomes. 
Bain (1990) notes that qualitative research methods are especially appropriate 
for socialization research that attempts to describe how teacher education students 
interpret their experiences in teacher education programs. Finally, there are few 
qualitative research studies on the effects of a peer coaching process within a teacher 
preparation program. 
Rossman and Rallis (1998) would place this study within a phenomenological 
genre, as the researcher will be seeking to understand the deeper meaning of interns’ 
experiences using a peer coaching process and how they interpret and articulate these 
experiences. “More than other forms of inquiry, phenomenology attempts to get 
beneath how people describe their experiences to the structures that underlie 
consciousness, that is, to the essential nature of ideas” (Rudestam & Newton, 2001, 
p.38). 
This inquiry should also be considered evaluation research as it seeks to inform 
or influence teacher education programs and K-12 school districts by providing 
formative (used to improve the program) and summative (contributing to a decision 
about the value and effectiveness of a program) information describing and assessing 
\ 
the effectiveness of a peer coaching process (Rossman & Rallis, 1998). 
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Research Participants 
The research participants in this study included 10 preservice teachers enrolled 
in the Constructivist Teacher Education Program (CTEP) at the University of 
Massachusetts. These elementary education students, who included 7 white females 
and 3 white males, ranged in age from 22 to 40 with an average age of 26. The 
students’ undergraduate GPA ranged from 3.1 to 4.0, with an average GPA of 3.4. 
Several of these preservice teachers had prior experiences in schools before entering the 
teacher education program, while the remainder were choosing teaching as a second 
career. More detailed information about the research participants is provided in Chapter 
Four. 
Overview of the Teacher Preparation Program 
The Constructivist Teacher Education Program (CTEP) at the University of 
Massachusetts is a year-long, graduate program leading to a Master of Education degree 
and Initial Teacher Licensure in Elementary Education. The knowledge base for CTEP 
is rooted in constructivist understandings of teaching and learning, and as such, the 
program is committed to providing courses and practicum experiences for interns that 
parallel the types of learning experiences interns will design for their own elementar 
students. The program provides a heavy emphasis on extensive field-based experiences, 
and works intensely with mentor teachers and faculty to ensure a cohesive relationship 
\ 
between the program course expectations and assignments and classroom work with 
young children. 
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The interns are constantly encouraged to connect theory and practice as 
members of a collaborative learning community who support each other as developing 
teachers. The interns explore how learners construct understandings, how this relates 
to their own learning experiences, and how to work knowledgeably and effectively 
with a diverse group of students in schools. Issues of educational equity and social 
justice are woven into all course work as the interns explore how to ensure that all 
students are successful learners. The interns are supported to become reflective 
practitioners through formal program expectations such as journal writings, peer 
observations and video analysis, and through informal dialogue opportunities with 
their cohort group members. 
Practicum Description 
The Constructivist Teacher Education Program provides extensive, full-year 
practicum experiences, with clusters of interns assigned to two school sites. The interns 
are at their practicum sites for three full days a week during the first semester, starting in 
late August and continuing until the public schools break for their December recess. 
During the spring semester, the interns are at their practicum sites for five full days a 
week, beginning in late January and remaining in their classroom through the end of the 
public school year (typically late June). The interns progress through these field 
experiences as a cohort group, and are placed with mentor teachers who work in close 
% 
collaboration with the program. In addition, students also attend a two-and-ar-half hour 
seminar once a week to discuss their practicum experiences and to receive instruction in 
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curriculum development and implementation. Most course work is taught at school 
sites, and mentor teachers are frequent guest speakers. 
Each intern experiences two different practicum sites during their full year of 
teaching within CTEP. The university has had longstanding relationships with both of 
the participating elementary schools. CTEP’s urban site is an elementary school serving 
children in grades PreKindergarten to Five. Designed to meet the needs of its diverse 
student population, the school has a dual language program for native Spanish-speaking 
students and native English-speaking students. The population of approximately 950 
students is 55% Latino, 40% African American, and 5% White and Asian, with over 
90% of the children receiving free or reduced lunch. According to standardized tests, 
the school is considered to be one of the lowest achieving elementary schools in the 
state. CTEP’s suburban site serves a 650-student population from PreKindergarten to 
grade six. It also has a diverse student body, housing an integrated special needs 
preschool and a Transitional Bilingual Education program for the school district’s 
Cambodian student population. This school is committed to inclusive education and 
contains numerous inclusion classrooms. 
Data Collection Sources 
In this descriptive study, data was collected from four major sources: (1) peer 
coaching summaries; (2) video reflection summaries; (3) anonymous questionnaires; (4) 
> 
and follow-up, in-depth interviews. Supplemental data was also obtained from the 
interns’ journal entries and position papers, and through informal observations of the 
peer coaching process. 
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Peer Coaching Summaries 
Three times each semester, the interns engaged in classroom observations of 
each other using a clinical supervision model. The three stages of the clinical cycle (see 
Appendix A) included: a preconference or planning conference in which the preservice 
teacher and his/her coach reviewed the lesson and discussed the teaching aspect which 
the coach focused on during the observation; the execution of the lesson by the 
preservice teacher with the coach in the classroom collecting data on the targeted area; 
and the post conference or reflection conference where the data was examined and the 
coach encouraged her/his peer to reflect upon the data and the success of the lesson. 
The coach subsequently wrote up a “Formal Observation Summary” (see Appendix B) 
or summary of the data and the reflection conference results. The reflection conference 
notes included a discussion of the data, strengths observed, and next steps toward goals 
(i.e., modifications or additional strategies, goals for future lessons). 
Video Reflection Summaries 
During both fall and spring semesters, the interns were videotaped several times 
by their resource support staff and their mentor teachers. From among this substantial 
body of video footage, the interns selected specific footage to share with their peers at 
seminar. Prior to sharing their video clips, the interns completed a “Video Reflection 
Summary” (see Appendix C) to help guide the analysis of their tapes. These worksheets 
provided written descriptions of the interns’ selected vignettes, explaining why they 
chose it, what state standard it was connected to, and how they might change their 
lesson or instruction to make it more effective. After the viewing, the interns discussed 
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their peers’ tapes using a “Peer Feedback” worksheet (see Appendix D) that guided the 
reflective discussion. The interns were asked to provide a supportive comment 
regarding their peers’ teaching, a question to challenge or extend her/his thinking, and a 
point she/he might want to consider. 
Questionnaires 
At the conclusion of their internship, the interns completed a 10-item 
anonymous questionnaire (see Appendix E). Questionnaires were sealed until after final 
grades were submitted in order to encourage honesty on the part of the responders. The 
questionnaire used a 5-point Likert-type scale for five of the questions, while also 
providing space for open-ended comments or suggestions. A review of the literature on 
peer coaching was completed prior to the development of the questions. The questions 
were reviewed by the researcher and the other program director for appropriateness, 
clarity, potential bias, and freedom from ambiguity. 
Follow-up Interviews 
The ten interns also participated in an in-depth semi-structured interview two to 
three weeks after the program was completed. This time span gave the participants a 
long enough time to reflect upon their experiences, while still being recent enough to 
recall with accuracy. The purpose of these individual interviews was to clarify and 
expand upon the questionnaire findings, while targeting single themes. All interviews 
were tape recorded and fully transcribed. The interview participants were given 
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advance notification that the audiotape would be anonymous, and destroyed after the 
transcription had been completed. 
Data Analysis 
As a researcher, my purpose in completing this inquiry was to gain an insider’s 
perspective on the factors that both contribute to and encumber the successful 
implementation of a peer coaching model within a teacher education program. By 
carefully examining and analyzing the perceptions of participants, I endeavored to 
provide a fuller understanding of how the peer coaching process influenced the interns’ 
abilities to plan, teach, and reflect on their instruction and student learning. Finally, 
representing as fully as possible the interns’ understanding of the peer coaching process, 
I sought to elaborate upon the meaning of collaboration to these preservice teachers, and 
how it might influence their future teaching and learning. 
Qualitative analysis procedures require a careful and systematic method of 
organizing, familiarizing, categorizing, searching for patterns, summarizing, 
synthesizing, and drawing conclusions from the data in a meaningful way (Rossman & 
Rallis, 1998). The data sources were coded using procedures described by Rubin and 
Rubin (1995). I began the process by reading and rereading the peer observation and 
video analysis summaries, questionnaire results and interview responses. When 
possible, I condensed responses to key statements and direct quotations, which either 
represented overarching themes or were initially puzzling. By making comparisons 
across participants’ various data sources, thematic similarities and differences were 
identified, and the internal validity of the study increased. Data was then logically 
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reduced into categories using codes that were labeled and clearly defined in terms of 
their attributes or properties. I then re-visited the collected data to attempt to find 
evidence that might refute the collected themes and categories, or provide alternative 
explanations for certain phenomena (Neubert, 1993). This inductive and reiterative 
approach to data analysis allowed me to uncover patterns that arose in context, rather 
than from pre-existing themes that were imposed upon the data (Patton, 1990). 
Ethical Considerations 
Study participants were asked to sign an informed consent document (Appendix 
G) that presented participants’ rights. These included: the right to withdraw from the 
study at any point; the right to review printed material prior to publication; the right to 
have their identity protected through the use of pseudonyms; and the right to have the 
study findings shared with them if they were interested. 
Research Credibility 
Several procedures were implemented throughout this study to strengthen the 
internal validity of the data. As someone who has been actively involved in a teacher 
education peer coaching process for the last three years, I had a rich sense of the context 
in which the data was embedded and a deep commitment to the analysis. But I was also 
aware that knowledge constructed during a qualitative study is essentially an 
interpretive process. As such, conscious efforts to monitor my role and subjectivity 
were critical to ensure the internal validity of the data. Rather than feigning objectivity, 
I would like to make clear two assumptions I had regarding this inquiry. First, I 
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believed that schools and schools of education could benefit by moving toward a more 
collaborative and professional organization for teachers. Secondly, it was also my 
assumption that preservice teachers could serve as significant resources to their peers, 
reaching beyond the affective domain. While valuing my perspective as a source of 
understanding rather than something that needed to be removed, I systematically 
reflected on how my personal lens brought other preconceptions and understandings to 
the study (Patton, 1990). To mitigate against potential bias while interviewing the 
interns, I invited a professional colleague to be in attendance throughout the majority of 
the interviews. Another colleague participated in reviewing and analyzing much of the 
data. 
Using triangulation of multiple data sources, collected at numerous times 
throughout the length of the inquiry, also helped to strengthen the design of the research 
study. Seeking corroboration of findings from peer observation summaries, video 
reflection summaries, questionnaire and interview data increased the overall credibility 
of the results, and helped to ensure that the study’s findings were not the result of my 
biases (Patton, 1990). For example, I compared what the interns discussed in their 
questionnaires and interviews with what they wrote in their peer observation and video 
reflection summaries. Finally, I sought out both positive and negative evidence, and 
alternative understandings or interpretations of the peer coaching process and the 
interns’ beliefs about the meaning of collaboration and community. 
Research Limitations 
This study was subject to the following limitations: (a) The size of the program 
limited the sample size to ten interns; (b) Self-report data formed the basis of certain 
information collected for this study, which may have influenced the subjects’ responses. 
Being aware of the researcher’s personal beliefs about peer coaching and collaboration 
may have caused the interns to not reveal their true feelings, as they may have believed 
that they would be evaluated on their responses by the researcher (the researcher is the 
co-director of the interns’ teacher education program, and throughout the course of this 
investigation, issues of teacher collaboration were occasionally addressed with them); 
(c) The results of this study are also limited by the uniqueness of this program, and 
generalizations to other settings may not be possible; and (d) It may be difficult to 
ascertain whether this particular group of interns already possessed collaborative 
qualities since they were not interviewed prior to entering the program. 
Summary 
Using qualitative research methods, this study examined the effects of 
implementing a peer coaching process with graduate interns during their practicum 
experiences in an elementary teacher education program. It provides insight that may 
be useful to other teacher education programs that wish to incorporate a peer coaching 
process into their institutions. This study also endeavors to summarize the ways in 
which a peer coaching process affected preservice teachers’ reflective and instructional 




PRESENTATION OF FINDINGS AND DISCUSSION 
If we want to understand how and why teachers learn what they do from a given 
learning opportunity, we have to investigate both what the experience was like and what 
sense teachers made of it. 
Feiman-Nemser & Remillard (1996, p.80) 
Introduction 
This qualitative study investigated the effects of implementing a peer coaching 
process with graduate level preservice teachers. The inquiry explored the efficacy of 
this model, particularly looking at the ways in which the peer coaching process affected 
preservice teachers’ collaborative, reflective, and instructional practices. 
The Collaborative Teacher Education Program (CTEP) is a highly competitive 
master’s program, which selects a small number of students (15 maximum) from 
approximately 60 applicants each year. These students traditionally come from a 
variety of prestigious undergraduate institutions, and have high undergraduate GPAs 
(an average GPA of 3.4). The students’ undergraduate degrees comprise a variety of 
program backgrounds, and many of the applicants are choosing teaching as a second 
career or have already experienced a range of professions working with children and 
schools. 
The current research participants included 7 white females and 3 white males, 
who ranged in age from 22 to 40 years, with an average age of 26 years. Previous 
careers included: an early childhood teacher, an art teacher, a Spanish teacher, a private 
school teacher, an environmentalist, a bicycle store manager, an assistant accountant, a 
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realtor, a crisis intervention counselor, and a student who had just completed an 
undergraduate degree in psychology. Two of the men were parents of young children. 
Program data from previous years suggest that CTEP interns are highly sought 
for teaching employment upon graduation from the program. A neighboring town of 
the university, which traditionally only hires seasoned teachers, employed five of the 
program’s ten interns last year. Feedback from hiring principals indicates that CTEP’s 
graduates perform well in the classroom, and are often viewed as having skills 
equivalent to those of second-year teachers. In general, the interns’ maturity, academic 
attainment, life and educational experiences highly enhance the overall quality of the 
teacher education program. 
The interns are introduced to the peer coaching process during the first weeks of 
the teacher preparation program, but throughout the entirety of this one-year teacher 
education program (from initial orientation to graduation), the interns are encouraged to 
feel they are part of a collaborative culture. So important is this ideal, that the teacher 
preparation program recently changed its name from the Constructivist Teacher 
Education Program to the Collaborative Teacher Education Program (CTEP). 
Philosophically and in practice, the program robustly emphasizes the importance of 
collaborative practices, and encourages the interns to view their peers as valuable 
resources and support providers. CTEP began incorporating a peer coaching 
component into its program four years ago, and has used extensive evaluative data from 
each year’s interns, mentor teachers, and resource staff to support ongoing 
modifications to the process. 
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In order to prepare the interns for the peer coaching experience, the first few 
weeks of a seminar course that accompanied the interns’ practicum experience were 
partly used to train the interns in the process. The interns began by reading several 
journal articles that provided the theory and rationale for completing a peer coaching 
process within a teacher education program. The interns were offered information from 
research studies regarding the benefits of peer coaching and were introduced to the 
clinical supervision model (Appendix A). They also engaged in discussions about the 
skills and attributes of an effective peer coach (Appendix G). Lastly, the interns were 
trained to use a variety of well-defined data collection tools (Appendix I) to provide 
feedback to fellow interns as part of a focused peer observation. 
CTEP’s peer coaching model is implemented in combination with an existing 
and more traditional model of supervision from cooperating teachers and university 
supervisors. The peer coaching process is considered an augmentation, not a 
replacement to the significant contributions provided by cooperating teachers and 
university staff. The program’s university supervisors are labeled resource staff, with 
the intent to demonstrate to the preservice teachers that these people should be viewed 
as resource or support providers, and not simply as evaluators of their teaching. The 
present study’s researcher was a co-director of the program and one of two resource 
people who worked with the interns throughout the course of the program year. The 
other resource person was an elementary teacher with over twenty years of teaching 
experience who was on sabbatical from her school for the year. Since she had also been 
a former mentor teacher for the teacher education program, she was intimately familiar 
with the program’s expectations, including the peer coaching component. 
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Throughout the course of the program year, the resource person’s role included 
conducting many informal observations, at least four formal observation sessions, and 
several videotaping sessions with each preservice teacher. The resource person also 
arranged and facilitated initial, mid-point, and final conferences with each intern and 
her/his mentor teacher during both semesters to assess the intern’s ongoing progress 
towards attainment of the state standards for teacher licensure. 
CTEP’s mentor teachers were comprised of a strong corps of 10 veteran 
teachers, who had between 5 and 33 years of teaching experience (average of 17 years), 
and between 2 and 30 years of mentoring preservice students (average of 11 years) 
within public schools. Criteria for selection as a mentor teacher included three years of 
teaching experience and identification as a master teacher by the program directors and 
school administrators. 
The mentor teachers carried out the supervision of their interns in a fairly 
traditional fashion, although most of the cooperating teachers had begun to use CTEP’s 
data collection forms to gather specific data for their interns during formal observations. 
While the mentor teachers completed informal observations of their interns on a daily 
basis, they were required by the program to complete one formal observation during the 
fall practicum, and two formal observations during their interns’ spring practicum 
experience. CTEP’s formal observation form (Appendix B) is consistently used by all 
intern observers (peers, resource staff, and mentor teachers) and takes the place of a 
more traditional “supervisory report.” The observation form is structured such that it is 
reflective of the three stages of the clinical cycle, which hopefully increases the 
likelihood that all participants completed a comprehensive observation process. 
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The process of coaching a peer involved a three-step cycle, which was very 
similar to the original clinical supervision sequence (Cogan, 1973), and Costa and 
Garmston’s (1988) cognitive coaching supervision model. During the pre-conference 
phase, the intern and her/his coach reviewed the required, formal lesson plan (Appendix 
/ 
H) and determined the focus of the observation, what would count as data, and how it 
would be collected during the lesson. Observation foci were generally based upon the 
intern’s personal goals for that semester, which were selected from the Massachusetts 
State Standards for Teacher Licensure. The pre-observation conference ensured that 
both peers were familiar with the lesson plan and “on the same page” in terms of the 
observation focus. The ability to choose the observation foci and the type of data for a 
peer to collect was intended to encourage the interns to have autonomy over their 
learning and the direction of their professional development. The interns were also 
allowed to select a coach of their choice for the six peer observations that the program 
required during the course of this program. 
The second phase of the coaching process was the actual lesson observation, 
where the coach collected specific data using one of several tools designed for the 
classroom (Appendix I). These observation tools, which were either adapted from 
Another Set of Eves: Techniques for Classroom Observation (Acheson, 1987) or 
developed by the researcher, allowed the coach to gather detailed information in one or 
more of several educational areas including: the amount and types of teacher and 
student talk, including levels of questioning and thinking; the involvement of students 
in lessons; the behaviors of students during the lesson; and the instructional delivery of 
the lesson, including teacher enthusiasm and lesson pacing. Through the use of these 
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observation instruments, it was hoped that the interns would engage in meaningful and 
data-driven discussions prior to and following the observations in the classroom. 
The concluding step of the coaching process was the reflection conference, 
where the collected data was reviewed and analyzed, and the intern given ample time to 
“makes sense” of the data collected by the coach. Strengths and “next steps” were 
subsequently identified and alternative strategies for problem solving were established. 
The coach’s responsibility during this meeting was to share and explain the data, ask 
facilitative questions to encourage their peer to self-evaluate her/his own performance, 
and lastly, to provide evaluative feedback, if necessary. Extensive notes were recorded 
during the reflection conference, and afterwards, the coach incorporated these notes into 
the formal observation form, making this a co-constructed report between the intern 
pair. 
Throughout the year, university resource staff provided ongoing feedback to the 
interns upon reviewing their formal observation reports that were generated from the 
peer coaching process. Completed observation reports also provided useful information 
to university staff who were able to examine the interns’ developing notions of effective 
teaching. Toward the beginning of the year, the resource staffs feedback focused on 
either the appropriateness of the data collection tool or the substance of the reflection 
conference. At the outset, some interns struggled to select the appropriate data 
collection tool to match the observation focus while others had difficulty collecting 
effective data. A resource person’s feedback on an initial peer observation summary 
follows: 
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From your data, Emily really didn’t receive information about whether 
individual children got equal opportunities to participate. I would encourage 
you to try using the “Opportunities to Respond” [data collection] 
format, coding each child’s response as either teacher initiated or student 
initiated... I think this level of information would have provided Emily with 
more relevant data to analyze... Don’t worry, each time you do this, your 
techniques for data collection will get more sophisticated. (Resource person’s 
written notes on an intern’s formal peer observation) 
It also appeared that several interns were challenged in making a distinction 
between their observations and interpretations as the coach from the reflections and 
interpretations of the observed peer. The following is a representative written comment 
that a resource person provided after an initial peer observation completed by an intern 
in October: 
Your role is to elicit your peer’s reflections first after she looks at the data 
you’ve collected for her. You would then record her interpretations of the 
data/lesson strengths or next steps, keeping your opinions in a separate or final 
section. (Resource person’s written notes on an intern’s formal peer 
observation) 
Initial peer observation summaries also provided evidence that the interns had 
difficulty completing a comprehensive analysis and reflection of the collected data 
during the reflection conferences, and were not always encouraging their peers to 
clearly define their “next steps.” The following are representative resource staffs 
written comments on some of these early peer observation summaries: 
You need to tighten up your data collection and use it to inform the reflection 
conference more (How will Naomi use this data to improve her use of questions 
in her instruction? Which questions were probing to gain an understanding of 
students’ thinking, which were extending, and which were leading to help 
students when they were stuck?). (Resource person’s written notes on an intern’s 
formal peer observation) 
While you clearly facilitated a thoughtfiil reflection after your peer observation, 
I would encourage you to focus more closely on the data that you’ve collected 
for your peer (i.e., What do you notice from the data? Which of your 
instructions do you think are clear? Which instructions were your students able 
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to paraphrase?) (Resource person’s written notes on an intern’s formal peer 
observation) 
From your reflection conference notes, it sounds as though you and Greg 
engaged in a meaningful discussion following your peer observation. It looks 
like you encouraged Greg to analyze and reflect on the data - which is exactly 
what we’re looking for, but I would also encourage you to more thoroughly 
discuss “next steps” with your peer (i.e., What might you do differently if you 
had to do this lesson over again? How will your next lesson build on today’s 
objectives?) (Resource person’s written notes on an intern’s formal peer 
observation) 
As the year progressed, the interns’ reflection conferences became more focused 
on the data, and “next steps” were stated in a more specific and elaborate manner. The 
following written comments from the interns’ December formal peer observations are 
indicative of some mid-point data analysis and “next step” suggestions: 
Elizabeth said she was not surprised by the [data]... The data confirmed her 
suspicions. An earlier observer had done the same sort of study, with similar 
results. This was somewhat disappointing for Elizabeth, as she had hoped that, 
by this point in the school year, a few of the quieter students might be more 
involved... In looking at the number of call-outs to which she responded, 
Elizabeth felt that the inconsistency of the practice was outweighed by the 
inclusion of more reticent students. (Ray, formal peer observation) 
Greg wants to focus on asking questions that will help him to gauge his 
students’ understanding better. He feels that thinking about his questions prior 
to implementing the lesson will help him to focus on this [next step]. (Lynn, 
formal peer observation) 
We brainstormed these ideas for possible next steps: Think about hooks to start 
the reading group. Having Sara start the reading to pique interest is one 
possibility. Sara thought that assigning specific students to specific places at the 
table might help to cut down on some disruptive behavior. [Sara] will give 
attention to the number of warnings she is giving students, [and] possibly 
change cards sooner for inappropriate behavior. [Sara} will develop clear 
guidelines for herself for what types of behavior warrant what types of card 
changes... (Greg, formal peer observation) 
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Later in the year, as the interns appeared to use the feedback provided by their 
resource person to become increasingly more proficient at completing the peer coaching 
process, resource staffs comments became centered on providing affirmative feedback 
to support the interns’ efforts at facilitating effective peer coaching, while also 
challenging them to extend or “push” their peers’ reflective thinking. The following 
offer representative statements: 
It looks like you and Mark engaged in an effective reflection conference. In the 
future, I would encourage you to get your peer to expand upon their “next 
steps,” defining them more clearly. Encourage your peer to think about some of 
the strategies his mentor uses, or that you or your mentor use to ensure students’ 
attending. (Resource person’s written notes on an intern’s formal peer 
observation) 
I think the data raises some interesting issues. I find quite an imbalance in the 
level of involvement among the class members. Although all but 3 children 
participated in the lesson, a handful of children appear to raise their hands and 
consistently get called on. Did you ask Carol why she isn’t calling on students 
who aren 7 raising their hands? While I think it’s wonderful that you and Carol 
identified so much that worked well with this lesson. I’d encouraged you both to 
dig a little deeper next time. I know you could find a way to do that tactfully. 
(Resource person’s written notes on an intern’s formal peer observation) 
Excellent job, Ray! You managed to collect data on numerous fronts and 
present it in an accessible way for Carol. Often, people do sweeps 
approximately every 3-5 minutes, so your 1 minute sweeps generated a lot of 
data. It looks as though you facilitated Carol’s analysis and helped her to 
recognize a pattern in the off-task behavior of the children during her lesson. 
You and Carol also identified a very important next step for her and a 
challenging one, in light of her reluctance to call on students who haven’t 
volunteered. I know that your suggestion has worked well for you. You might 
also suggest some think-pair-share strategies, or increasing wait time... 
(Resource person’s written notes on an intern’s formal peer observation) 
Interesting discussion of the observation! You and Sarah were able to 
informally generate a list of criteria for “effective questioning” and use that list 
to evaluate the data. Your “next steps” really extend the discussion... (Resource 
person’s written notes on an intern’s formal peer observation) 
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The interns’ progression in implementing a peer coaching process and 
subsequent completion of a formal peer observation write-up appeared dependent upon 
the following factors: structured preparation in the peer coaching process prior to its 
implementation, including training in observation skills, the use of data-collection tools 
and strategies to provide reflection conference feedback; the interns’ increasing 
familiarity with the coaching process over time; and the consistent and specific written 
feedback provided by the resource staff to the interns’ formal peer observation 
summaries. These formal observation summaries also allowed the university staff to 
obtain important information regarding the interns’ developing understanding of 
teaching and learning. 
The perspectives of the graduate interns in the study were initially garnered from 
the results of an anonymous questionnaire (Appendix E), followed by a careful analysis 
of the interns’ peer coaching and video reflection summaries. Based upon the 
information obtained from this initial examination, the researcher modified the 
originally proposed questions that were used to guide the in-depth intern interviews. 
The remainder of this chapter is organized into six sections, which address specific 
findings relative to the study’s proposed research questions. Section one addresses 
research questions 1 and 2, while the remaining five sections address question 3 through 
7. The following outline provides an overview of the research questions and the key 
findings that emerged from the study: 
Question 1: In what ways does a peer coaching process influence preservice 
teachers’ abilities to plan, teach and reflect on their instruction and student learning? 
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Question 2: How do preservice teachers experience their different roles of 
coach and teacher in a peer coaching process? 
• The peer coaching process provided benefits to the intern teacher. 
• The peer coaching process provided benefits to the intern coach. 
Question 3: What specific contributions do preservice teachers provide for each 
other as they learn to teach? 
• Peers provided a greater comfort level for the interns to share their teaching with 
others. 
• Peers provided encouragement and reassurance as the interns learned to become 
more effective teachers. 
• Peers provided support as the interns attempted new teaching strategies. 
• Peers provided increased opportunities for professional collaboration: Affective 
support. 
• Peers provided increased opportunities for professional collaboration: 
Pedagogical support. 
Question 4: What difficulties or limitations do preservice teachers report in 
using a peer coaching process? 
• Some interns had difficulty providing constructive feedback in a reflection 
conference following a peer conference. 
• Some interns had difficulty providing honest feedback during a reflection 
conference. 




• The interns weren’t sufficiently encouraged to use the peer coaching process to 
focus on student learning. 
• The interns felt the video sharing component of the peer coaching process was 
not as valuable as it could have been. 
Question 5: What recommendations do preservice teachers suggest to make the 
peer coaching process a more valuable experience? 
• The interns suggested increasing the number of peer observations. 
• The interns suggested the need for additional guidance in facilitating a reflection 
conference with peers. 
• The interns provided suggestions regarding the peer observation foci. 
• The interns suggested modifications to make the video analysis component of 
the peer coaching process a more meaningful experience. 
Question 6: To what extent do interns report a different learning experience 
when being observed and coached by peers as compared to being coached/supervised 
by mentor teachers or resource staff? 
• Peers were supportive colleagues. 
• Peers were contemporaries. 
• Peers had a shared understanding and perspective about teaching and learning. 
• Peers encouraged self-reflection. 
• Peers were novices. 
• The resource person provided comprehensive observations and feedback. 
• The resource person provided valuable feedback in a reflection conference. 
• The resource person facilitated the interns’ development of the teaching 
standards. 
• The mentor teacher was a valuable and wide-ranging resource. 
• The mentor teacher’s feedback was viewed as high-stakes. 
Question 7: What effect does a peer coaching process have upon preservice 
teachers’ attitude and interest regarding future collaborative practices? 
• The majority of the interns suggested interest in participating in a peer coaching 
or other collaborative process as inservice teachers. 
• Two interns expressed a more ambivalent position in regards to engaging in a 
peer coaching process in the future. 
In the following six sections of this chapter, the voices of the interns 
predominate, as the researcher felt there was considerable value in sharing the original 
and eloquent manner in which these graduate preservice teachers articulated their 
perspectives of the peer coaching process. Their written questionnaire feedback and 
interview responses were amply illustrative, and representative of the sincerity and 
earnestness with which they approached the peer coaching process specifically, and 
their teacher education program, in general. 
Research Questions 1 and 2 
In what ways does a peer coaching process influence preservice teachers’ 
abilities to plan, teach, and reflect on their instruction and student learning? 
How do preservice teachers experience their different roles of coach and teacher in a 
peer coaching process? 
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Benefits to the Intern Teacher 
Examination of the interns’ responses to their anonymous questionnaire and in- 
depth interviews attests to the effectiveness of the peer coaching process in promoting 
more reflective dispositions, while also encouraging more thoughtful and effective 
planning and instruction. As the recipients of a coaching process (being observed, 
having specific data collected, and engaging in a reflective conference), the interns 
reported many benefits including a heightened awareness of their overall teaching style 
and how it compared to their peers and mentors’ teaching styles. The peer coaching 
process also increased the interns’ attentiveness to their individual teaching strengths 
and needs or “next steps,” and provided new strategies to endeavor in the future. 
During the first semester, reflective peer discussions often centered on behavior 
management and discipline challenges, as well as concerns regarding verbal and non¬ 
verbal communication. But as the year progressed, many of the interns’ post- 
conference reflections became more focused on student learning and how their 
instruction affected student learning. The reflective post-observation conference 
provided the interns with an opportunity to articulate their teaching philosophy and 
rationale for instructional decisions to a colleague. It also a provided a time to problem- 
solve regarding classroom challenges or dilemmas with a peer who was confronting 
similar experiences. The following are representative of interns’ comments: 
I think getting feedback from others made me realize my style of teaching, 
brought out my strengths that I wouldn’t have necessarily noticed and got me to 
think about things to change in the future. Different techniques to try out in 
behavior management or when starting a lesson and I definitely felt that it helped 
me just to step back and kind of take a look at myself and what really was going 
on in the classroom when I was teaching. I think that it helped me to see who I 
was as a teacher. (Sarah, interview) 
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In the post-conference discussions, people might say, “I tried this, why don’t 
you try it with your kids and see if it works”. Everybody is different; I mean we 
were all such different personalities... (Elizabeth, interview) 
Afterwards when my peer and I would talk, someone would say, “Why did you 
do it this way?” and it really made me think, “Well, why did I do it that way?” Is 
it because that’s the way my cooperating teacher did that? Is that the way it’s 
always been done? Is it because I felt it would really work well? It was a way 
of making me kind of solidify my thinking for doing things... Sometimes, it was 
surprising what a discussion would yield. You start thinking about the abilities 
of different students and why you might have changed the same lesson for two 
different groups of differing abilities, and why you made those decisions and 
wondering whether it was a fair decision. “Should the students have been 
grouped that way?” and it got into some really good issues, all based on this very 
simple data that your peer collected. (Lynn, interview) 
The interns indicated that reflective conferences with their peers would often 
give rise to continued or follow-up discussions with their mentor teachers. 
Conferencing with a peer seemed to assist the interns in solidifying their thinking about 
certain aspects of teaching and learning, while also helping them to formulate specific 
questions to ask their mentor teachers. One intern summarized this process: 
I think back to the first peer observation, and [my peer] was looking at my 
behavior management... He noticed certain things that were very different... 
than what he had been seeing in his own classroom, and we really were able to 
talk a lot about the differences between our two classrooms. And afterwards, I 
was able to go to [my mentor teacher] with more specific questions about 
behavior management. Because my mentor teacher had her way of doing things 
and I had never been to another classroom before so I didn’t really know what 
other options there were. So I was just copying what she did and trying to just 
model what she did. By conferencing with Ray, I was able to sort of think a 
little bit about what I’m copying of my mentor’s that I really want to take on, 
and what I was doing that didn’t necessarily feel right to me. So it helped me to 
kind of find my niche in terms of behavior management. (Emily, interview) 
The interns’ formal peer observation summaries also showed evidence of the 
interns recognizing the importance of further discussion with, or observation of, their 
mentor teacher following a peer coaching session. In reviewing early summaries, many 
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interns included consultation with their mentor as one of their “next steps” after a peer 
observation. The following are representative examples from the interns’ summaries: 
Emily thought it might be useful to talk with her mentor teacher about ways to 
include all students in lessons, particularly those students who generally do not 
raise their hands and do not often offer contributions to discussions... I also 
encouraged Emily to talk with her mentor teacher about the appropriateness of 
repeating student responses in order for the whole class to hear. Talking to her 
mentor teacher is one way to sort out this issue further. (Lynn, formal peer 
observation) 
Sara will brainstorm with her mentor teacher to get some ideas on how to deal 
with off-task behavior during whole class lessons. (Emily, formal peer 
observation) 
Lynn will observe her mentor teacher’s verbal behavior for a couple of lessons 
to notice any differences or similarities. (Greg, formal peer observation) 
Reflective conferences after a peer observation would sometimes largely focus 
on the collected data, as the interns used the objective information to guide their 
discussion. The following examples demonstrate the influence of data upon the interns’ 
ability to critically reflect on their teaching: 
[The peer coaching data] helped me figure out the power of objectivity. There 
was just no way to argue with the data at times. ..Asa tool, data collection is 
really powerful. I mean I am not really a data person, but as a teacher, I will 
need to be, and that gets into the whole area of assessment. Assessment is data 
collection, and...I finally made that leap. (Greg, interview) 
The data collection was really valuable in that you can’t see everything when 
you’re teaching and you may assume certain things, but having the hard data and 
really having something to look at, either all the tally marks or all the different 
sort of visual charts redly made a lot of the information come to life. I found it 
very, very helpful. (Lynn, interview) 
I liked when I was observed because I was able to have my peer focus on one 
aspect of my teaching. Looking at the data and conferencing allowed me to 
recognize strengths I had and areas that I needed to work on in order to develop 
as a teacher. (Anonymous questionnaire response) 
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When Ray first looked at the data, he felt transported back to the classroom, 
feeling as though he could visualize the entire lesson in his head. (Carol, formal 
peer observation) 
At other times, post conferences would digress to important tangents that were 
not necessarily data-driven, as the interns used the reflection conference to collaborate 
and elaborate on varying topics. These reflective meetings provided opportunities for 
peers to connect with each other, to discuss recently acquired teaching roles, and to note 
and compare progression with these new instructional tasks. The following are 
illustrative comments: 
Because we would talk about a lot more than just the observation. When [peers] 
are in your class, they are seeing things, you know. It is a chance to kind of 
compare yourself against someone that you are in the program with. It is also a 
chance to share what you’ve learned, share knowledge and just kind of reinforce 
that bond. The observations give it a specific focus but I think just having each 
other visit our classes, you end up talking more broadly about things and it is 
really valuable. (Greg, interview) 
You see things that happen during a lesson that you might not be focusing on in 
the observation but are definitely worth discussing and you might not have 
gotten the opportunity to discuss otherwise so I am sure we all went off on little 
tangents but that...was definitely useful. (Elizabeth, interview) 
[Your peer] might be looking at your questioning [techniques] but they would 
notice that “You are also doing a good job praising or you need to work on this 
or that,” even though that was not the observation focus. When we talk about 
our strengths and next steps, I thought that was really important, so it is not just 
what went well at that time but what we could continue working on, what you 
could continue to improve upon. But it was nice to hear the strengths too 
because I feel like often times, we always look at the negatives we don’t always 
look at the positives. (Carol, interview) 
Occasionally, the interns used the reflection conference to discuss their mentor 
teachers’ instruction and/or their mentors’ role in the interns’ classroom experiences. 
An intern’s written comment in a peer observation summary follows: 
I noticed that Elizabeth’s mentor teacher had intervened a number of times 
during the lesson and asked about how Elizabeth’s tolerance for student chatter 
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compared with her mentor’s. I also asked Elizabeth if her mentor’s redirections 
of the lesson were cause for concern. Elizabeth said that she felt okay about 
them and that their contrasting styles were understandable and workable. (Ray, 
formal peer observation) 
When the peer coaching process initially commenced, several interns suggested 
that their teaching, and the overall classroom environment, might not have been as 
representative when a peer was observing or when a video camera was in the room. But 
as the year progressed, most interns appeared to become comfortable with the process, 
and their teaching became more typical of their every-day instruction. 
As far as being observed, .. .you may act a little different if somebody is in your 
room, and I think when you are being observed you are more conscious of 
making sure that the outcome is the way that you want it to be. So it looks good 
on [the formal peer observation write-up] or so your peer has good things to say 
about you. And I know when I observed a peer, sometimes you could tell that 
they were trying really hard to do that. (Elizabeth, interview) 
Initially, when I was being observed, I was concerned because someone was 
writing down everything I said or who I was calling on, but then as you get more 
comfortable, you didn’t want to be aware because you want to be natural and see 
what happens when you are natural. .. .and so after having a few [observations] 
done by my resource person and my peers, it wasn’t a big deal for me and I 
really wanted to not even think about what they were collecting data on and just 
teach... (Lynn, interview) 
Having peers observe me was a little embarrassing initially. Like the first time 
Ellyn observed me was the first time I had ever been observed and you know, I 
was nervous about Ellyn for about the first 45 seconds and then I got nervous 
about everything else instead, and Ellyn was like the farthest thing from my 
mind. (Ray, interview) 
Benefits to the Intern Coach 
Findings from this research study indicate that the alternating roles of teacher 
and coach provided differing perspectives on the peer coaching process, with many 
interns suggesting that completing a peer observation had greater benefits for them than 
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being the recipient of an observation. The following excerpts demonstrate learning that 
occurred from coaching a peer (observing and collecting specific data in a peer’s 
classroom followed by a reflection conference), as opposed to being coached. It is 
interesting to note that the interns in the following excerpts refer to their learning by 
using the metaphor of a sponge or “soaking up” another’s ideas. 
I think what was most important to me was to watch other teachers teach as 
opposed to getting the feedback... I think maybe in the future I would be more 
apt to want feedback, but right now I feel like I want to soak up other people’s 
strategies. (Mark, interview) 
I felt like the peer observations were supposed to be for the observed person, but 
I felt like they were really for the observing person. That was where they were 
most valuable to me. I like to see how people do something different or what 
was strong in a lesson and maybe what was weak in a lesson. I find it more 
valuable to go into another classroom and see other people because I feel like I 
can be a sponge... and take away a lot of ideas. (Hannah, interview) 
Coaches reported numerous benefits from the exposure to classrooms beyond 
the domain of their mentor teacher. These experiences provided opportunities to 
compare and contrast a range of students at differing grade levels, a variety of 
classroom physical arrangements and organizational systems, and an array of teaching 
styles, instructional strategies, and curriculum models. Representative comments 
follow: 
You are observing your peer, but you are also seeing the physical environment 
of the classroom and how things are set up. Just their arrangements for all the 
daily business of the classroom and seating arrangements, the rules, the code of 
conduct that they follow, all the ways they have of doing things. The way 
children speak to each other, the way they speak to their teacher and to the 
student teacher, so all that kind of stuff you are immersed in. I think it is very 
different when you are observing as opposed to being observed. Your focus is 
outward so you are learning just by watching rather than responding to 
someone’s comments on how you are doing. (Anonymous questionnaire 
response) 
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Seeing Carol in her classroom, teaching math to second graders really helped... 
Like I said before, I think observing is more valuable to me than being observed. 
And seeing her work with the second graders and seeing her use some of the 
things that we learned about in our math course, and some of the language she 
used, and some of the strategies for involving the class and thinking about how 
second grade is different from sixth grade but how there are also commonalities. 
(Ray, interview) 
Because you get a little glimpse of other people’s experiences, and you also get 
to hear different people’s teacher voices... It gave us a chance to see what other 
people’s classes were learning about and I guess just the approach to the lessons 
they were teaching. (Hannah, interview) 
Completing an observation in a peer’s classroom provided opportunities to 
observe new or improved instructional strategy implementation. Reflection occurred as 
interns thought about how the observed skills and methods could be used in their 
classroom in light of their own teaching practice. Comments such as the following 
evidenced this statement: 
I think that those experiences allowed me to broaden the techniques I used in my 
classroom and gave me new ideas on different lessons or different approaches to 
lessons. And it just allowed me to see the many ways that something could be 
approached that I might not have thought of. (Sarah, interview) 
It was helpful to see how other people handle things and get a feel for what 
different classrooms are like because, we know from research, that you usually 
teach how you were taught, and so you are probably going to teach how your 
mentor teacher teaches because you are doing so much modeling. So unless you 
have a chance to go out and see other things, you might be limiting yourself. 
(Emily, interview) 
Peer coaching really expanded the amount of teaching personalities and 
techniques that we came in contact with throughout the year. (Anonymous 
questionnaire response) 
Peer observations heightened the interns’ consciousness about their own 
instruction while adding to their overall security. The interns recognized that their peers 
were experiencing similar challenges, and used these sessions to appraise how they 
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might respond under similar circumstances. The following comments offer a 
representative sample: 
At times, watching a peer caused me to have insight about my own teaching... 
For instance, after collecting data on [student] equity for one of my peers, I was 
more aware of the equity issues in my own teaching. (Anonymous questionnaire 
response) 
When I was observing my peers, I could see what went well or didn’t go well, 
and compare it to myself, like “This is how I might do this or how could I do my 
lesson differently?” So not only was I looking at that person’s teaching, but I 
also used it to inform my teaching. I just learned ideas of how to set up a 
classroom, just how different lessons can go or just getting different ideas. I 
love seeing other people’s ideas ... Like with lesson plans, it is one thing to 
actually see them on paper and another to see them in action... (Carol, 
interview) 
By observing others and critiquing the data gathered in these observations, I 
have been able to recognize things that I need to work on myself. In reflecting 
on others’ teaching methods, I have been able to pick out similarities and 
differences, both positive and negative, between my teaching style and theirs. 
(Anonymous questionnaire response) 
The experience of observing peers helped me to feel more comfortable with the 
place that I was at in my own teaching. I felt better after seeing my peers 
dealing with the same issues I was dealing with in the classroom. (Anonymous 
questionnaire response) 
I guess I always applied it back to myself because all the things I was observing 
with my peers were the same issues I was dealing with so I think you always 
kind of think, “Well, how do I do this?” and “How would I handle this?” It was 
also good to learn strategies and just to take in new bits and pieces. (Emily, 
interview) 
Data from the interns’ formal peer observation summaries indicated that, as the 
year progressed, these beginning coaches developed into astute classroom observers and 
data collectors, as they recorded information for their peers on instructional techniques 
and strategies, classroom events, and students’ behavior. Further content analysis of the 
interns’ final two peer coaching summaries also revealed that the interns’ written 
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language became increasingly more knowledgeable and professional. The interns were 
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now using the appropriate terminology of teaching and learning, and the substance of 
their formal peer observations was becoming increasingly sophisticated. Representative 
segments of formal peer observation summaries exhibit this developed proficiency: 
Greg felt his lesson pacing was not effective and attributed this to the time lost 
due to behavior management issues. He also felt the need to review previously 
taught concepts, which caused time to be taken from the new lesson. Greg was 
pleased with number of questions he asked, but would like to work on getting 
more encouragement into his verbal behavior. While he does not feel compelled 
to give empty praise, he does recognize the value in validating what children say 
and contribute to class discussions. (Lynn, formal peer observation) 
Sara felt she was very clear in her expectations of students in the first month and 
this has contributed to students’ responsiveness to her. She also noted that this 
“looped” class has classroom routines that are very established. She also felt 
that her lesson was well prepared which helped ensure smooth transitions. (Ray, 
formal peer observation) 
She feels that her open-ended questions allowed many students to contribute and 
she was aware and made an effort to call on students that did not have then- 
hands raised. She did this not with an intent to embarrass but to demonstrate 
that all students were valued and expected to be a part of the learning 
community. (Lynn, formal peer observation) 
As the interns wrote in a more professional style, they also began to clearly 
define student behaviors in objective and measurable terms. The following offers an 
example: 
I determined off-task behaviors as students who were talking to their neighbors, 
had their head on their desks, looking around the classroom or were not looking 
at the overhead and the direction in which Greg was teaching. (Carol, formal 
peer observation) 
The intern coaches were thoughtful about their roles as observer, data collector, 
and reflector, and took their coaching jobs seriously. The following excerpts display 
evidence of these findings: 
I know I wanted to give [my peers] the best feedback that I could and be really 
objective and I was pretty diligent taking notes and actually writing down 
information that they probably didn’t need, but I wanted to be thorough, as I 
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know the other person is really looking for an honest opinion. (Elizabeth, 
interview) 
[Peer coaching] gives the observer the opportunity to watch somebody else and 
really be dedicated to watching that person. I am in your room to watch you, 
that’s what I’m here for, I am not here to help teach, I am not here to coach a 
child... it’s clear you are there to do an observation. And so, that’s what I 
really liked about [the peer coaching process]... That’s what I was there for. 
(Anonymous questionnaire response) 
When you are an observer, you are able to be much more aware of all of the 
little things... When you are collecting the data you... have much more 
objective eyes in the class room so I think being in that role allows you to do the 
observation in a very non-attached way because you are in a new environment. 
(Lynn, interview) 
I really enjoyed being there to help other people, to figure out how the lesson 
went. I think as a teacher, not only is it important to teach the kids, but I think it 
is important to collaborate with other teachers. I enjoyed being able to help my 
friends come to understandings about a lesson. Because I would like to 
eventually, once I start teaching, have that kind of dynamic with people I work 
with and feel good about having people come in and observe and talk about 
what I am doing. (Emily, interview) 
In summary, the interns experienced varying benefits from the peer coaching 
process that were often linked to their role as either teacher or coach. Recipients of the 
peer coaching process reported an increased awareness of their teaching and student 
learning, and the impact of their instruction on student learning. Conferencing with a 
peer provided intern teachers with the opportunity to collaboratively reflect with a 
coach who was dealing with similar classroom experiences. Benefits that intern 
coaches reported included opportunities to observe in a variety of classrooms where 
they were able to view differing instructional methodology than that seen in their 
mentor teachers’ classrooms. The interns’ formal peer observations also indicated that 
the experience of coaching a peer supported the interns in the refinement of their 
observation and data gathering skills, as well as their professional writing skills. 
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Research Question 3 
What specific contributions do preservice teachers provide for each other as they 
learn to teach? 
Greater Comfort Level for Interns to Share Teaching 
The interns overwhelmingly indicated that the peer coaching process affected 
their overall comfort level with being observed as they taught. Initially, the interns 
were fearful of any formal observation, including those of their peers. But as the year 
advanced, relationships between the interns became established, the peer coaching 
process became familiar, and overall anxieties decreased. Later in this chapter, 
quantitative findings concerning the comfort levels towards the various observers of the 
interns (peers, mentor teacher, and resource person) will be discussed, but in general, 
peers were the least intimidating. Initially, many interns used the peer observations as a 
way to assess how they were doing in comparison to their peers. Representative 
comments included the following: 
I feel like there is a tendency to be anxious about other adults watching you 
because you feel like you are putting on a presentation...and you feel like you 
are being judged... At first, I really was petrified of someone coming in. I was 
fine with my mentor teacher watching but other people coming in to watch when 
I didn’t have a choice was very uncomfortable. So having peers come in for 
formal.observations and just for informal observations really helped me because 
it forced me to become comfortable with this process. And in the long run I am 
so much better for it. I just was sort of afraid and I might not have taken that 
step if [the program] didn’t force us to do it. (Emily, interview) 
I felt like the first semester you aren’t as comfortable with everyone and you are 
still developing friendships and everyone is self-conscious about how they are 
doing and it is a little competitive... You are trying to size people up a little bit 
and you are trying to do the best job you can but in the back of your mind you 
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are also evaluating how they are doing in comparison to you...so you have some 
sort of gauge to know if you are doing well or not, which should have nothing to 
do with the peer observations, but I just think it is a natural thing that comes out 
of it, especially in the beginning when you are most vulnerable. (Mark, 
interview) 
I think that the first observations were probably the hardest because no one 
really knew what order to go in, who reflects first... So I think getting through 
the first [peer observation] and getting the feedback from [the resource staff] 
helped shape our next observation. Then we knew who was going to speak first 
and I would hear what my peer had to say and then I was able to talk, and we 
would either see similar things, or I would be able to either expand upon what 
someone said or point out something else, because I think.. .you notice different 
things when you are observing. But I remember enjoying the post conference 
the most because you would get feedback and have time to really process it and 
I think that most people went into it in a positive frame. (Lynn, interview) 
Encouragement and Reassurance 
Rauch and Whittaker (1999) attributed the high comfort level that preservice 
teachers have for peer coaching to several factors: the non-evaluative nature of the 
process, the shared novelty between peers who are engaging in reciprocal investigation 
and inquiry, and the extended learning that comes from observing in various classroom 
environments. The interns in this inquiry also valued the collaboration with a peer who 
shared the same professional status. Being at a similar point in their teaching 
development offered reassurance that they were either on the “right track” in terms of 
their individual development, or empowered them to strive for a more advanced level of 
teaching. The following are supportive intern remarks: 
. I thought that the peer observations were extremely helpful, especially early 
on... I know there were times when I wondered if I was the only one who was 
feeling a certain way or struggling with something in particular... The peer 
observations not only allowed us to see what was going on in other classrooms, 
but they also gave us time to sit down and talk with people who were going 
through the same things, (Anonymous questionnaire response) 
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And I was saying to myself, “Gee, I must look something like that. If she is 
doing it, I bet I can do it!” and it would help with my confidence in seeing that 
other people in the program were teaching lessons and having kids throw things 
at each other in the back of the room while they were teaching... So the peer 
observations gave me some confidence early on. Just sort of knowing that, 
“Yeah, okay, I can do this. This is possible.” Seeing my mentors, I had this 
vision of having to do things perfectly in my mind. [My mentors] were certainly 
working on perfection, but [my peers] were not working on perfection... You 
didn’t see [your mentors] make many slip ups and it was really a hard standard 
to try to emulate for somebody like me who had never taught before.. .but to see 
[your peers] in front of classrooms making mistakes... but still doing the whole 
job... was really, definitely helpful. (Ray, interview) 
One of the things that coaching did was to help me accentuate some skills that I 
did not know I had and that was very exciting. It helped me relax a little, 
interestingly enough, because part of what you get from peer coaching is that 
you see that you’re doing okay, and in that sense, hearing the positive feedback 
from peers was really very lovely. (Greg, interview) 
A review of the interns’ formal peer observation summaries revealed that the 
interns used the coaching process as a medium to convey specific praise on their peers’ 
instruction which, upon review, would be communicated to the university resource staff 
and program directors. The following are representative comments that were extracted 
from the “strengths observed by coach” section of several peer observation write-ups: 
I was impressed with Lynn’s ability to follow her students’ thinking. She 
seemed very insightful about what students were trying to say and often asked 
questions that helped students expand on their thoughts and feelings. (Emily, 
formal peer observation) 
Naomi created a lesson where students could be assessed in a variety of ways. 
Students could demonstrate their understanding in song, dance, writing, drawing 
and verbally. Providing these various opportunities ensured the success of all 
her students. (Mark, formal peer observation) 
Pacing was also a strength for Carol. When student interest lagged at morning 
meeting and during the math lesson, she adjusted promptly and effectively, 
bringing the students back. During the exciting greeting activity, she was also 
aware of when the energy level got too high and adjusted for that, as well. (Ray, 
formal peer observation) 
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As the year progressed, the interns’ formal peer observation summaries also 
provided indication that the peer coaching process afforded them the opportunity to 
share their development as teachers with each other. One intern wrote in her “strengths 
observed by coach” section: 
I was also impressed with Greg’s [lesson] opening and I see how much he has 
grown since last semester. I observed one of Greg’s first lessons last semester, 
which was missing that “hook” element. It is apparent that Greg took this into 
account when planning this lesson... (Carol, formal peer observation) 
Mark noticed that he has grown since last semester because he is now able to 
fully listen to student’ responses while still being conscious of student’ actions 
and behaviors throughout the classroom. (Hannah, formal peer observation) 
Support for Attempting New Teaching Strategies 
As other researchers have noted (Grossman & Richert, 1996; Hawkey, 1994; 
Pajak, 1993), the collegial and non-judgmental nature of the peer coaching process 
encouraged greater risk-taking on the part of interns. Because the interns did not feel 
the need to demonstrate mastery with their peers, and did not seem as concerned with 
“failing” in the eyes of their peers, they appeared more willing to experiment with novel 
approaches. The following intern comments from this inquiry validate previous 
research findings: 
In this program I have put myself out more and more, both to my peers and to 
the kids in the classroom and I consistently felt safe. I never felt sabotaged or 
confronted in an inappropriate way, so the whole environment that the program 
created felt pretty safe... I wouldn’t mind if people had given me more 
constructive criticism, but that wasn’t the way the group operated... During my 
unit intro lesson when I sang to the kids, I was not only pushing myself but also 
wanting to share it with my peers. I was happy with myself for doing that song. 
And that was the spirit of the videotape sharing and the reflection that 
accompanied them - to be encouraging. (Greg, interview) 
This spring semester, when I was just starting in my new classroom and getting 
used to the routine, I had Hannah come to observe me... and I was trying to 
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change the routine [of] the morning meeting and I think the day that she came 
was the start of the new routine for the kids so it was a little hectic. So I was 
putting myself out there, not knowing ... if it was going to turn out well or not. 
(Elizabeth, interview) 
I was doing an electricity unit and was trying to integrate literacy into this 
science unit, and it was one of my first attempts at that kind of integration and 
Sara came in to observe me. [The students and I] were making plans and 
collecting materials for the science project and at the same time.. .they were 
supposed to be writing the description of what they were going to do, their plans 
for building the thing.... Once I got the materials out, the students wanted to 
use the materials and not write so I was trying to keep them focused and it was 
kind of a risk... and, yeah, I wouldn’t have felt as comfortable doing that in 
front of my mentor teacher ... (Greg, interview) 
When I was kicking off a unit, I had a peer come in to observe. I think I felt 
more comfortable that she was there and not [my mentor] for the kickoff of a 
new unit. I knew [my mentor] was going to be absent that day so I just wanted 
someone to be there to give me some feedback on how [the lesson] went. 
(Sarah, interview) 
A peer encouraged one intern who wanted to facilitate a novel morning meeting 
in her suburban practicum experience when her mentor teacher seemed resistant. Carol 
was trained by her mentor teacher in her urban placement to use a social curriculum 
called “The Open Circle,” which was incorporated into their fourth grade morning 
meeting. When she transferred in January to her second grade suburban classroom, her 
mentor teacher was using a more traditional morning meeting that included calendar 
skills and a morning message. Carol wished to incorporate some of the innovative 
learning from “The Open Circle” into this new classroom, but her mentor teacher was 
reluctant to change her morning meeting routine mid-year. She suggested instead that 
Carol try some of the social curriculum lessons later in the semester during her two- 
weeks of master teaching. When it came time to teach her first “Open Circle” lesson to 
the second graders, Carol invited a peer who was also familiar with this social 
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curriculum to informally observe and provide feedback. She explained her rationale for 
requesting her peer’s input for this lesson: 
I had Emily observe me, not because she had to complete a [formal] peer 
observation, but because I wanted her feedback. I wanted to see how it would 
go because I was trying something totally different in this classroom. I was 
really trying to build a community in this room. I tried a game the way I had 
done it in my other classroom, where I ...had students sit in a circle and give a 
greeting to each other. At first, the kids rolled their eyes and said, “This is not 
how we do morning meeting.” But when my master teaching was finished, and 
[the mentor teacher] began doing the morning meeting again in the old way, the 
kids asked her why they weren’t doing a greeting and having sharing time. 
(Carol, interview) 
She continued by discussing the reassuring feedback her peer had provided to her 
during that initial morning meeting lesson: 
Emily told me that some of the students were hesitant but you could see that 
some of them were also enjoying the morning meeting. She said that it takes 
time and that I can’t just expect the kids to like [a new morning meeting] right 
away. Emily noticed that two students were sitting next to each other and 
.. .kind of making fun of what we were doing. Emily pointed this out to me 
because you can’t always see everything that is going on when you’re teaching. 
She also suggested that maybe I could separate these two boys or talk to them, 
and one was actually a student that she had babysat for so she said, “You know, 
his parents really want to know how he is doing in school.” and she just 
encouraged me to talk to him or his parents. (Carol, interview) 
A 5-item Likert scale included within the anonymous questionnaire provided 
quantitative results regarding the peer coaching process. Table 1 provides the results to 
the following statement: “Rate the type of assistance you got from your coaching 
partners in supporting you as you tried new teaching strategies.” Results revealed that 7 
of the 10 interns felt their peer coaches had provided substantial or good assistance in 
supporting them as they tried new teaching strategies. Two interns indicated that the 
process provided fair assistance, and one intern indicated that the peer coaching process 
provided no assistance in supporting him/her as he/she tried new teaching strategies. 
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Table 1 
Rate the type of assistance you got from your coaching partners in supporting you as 
you tried new teaching strategies. 
Level Frequency 
No Assistance 1 
Minimal Assistance 
Fair Assistance 2 
Good Assistance 2 
Substantial Assistance 5 
Total 10 
Increased Opportunities for Professional Collaboration/Affective Support 
The interns used the peer coaching process and other informal venues such as 
car-pooling to share the “dilemmas and delights” or the painful and positive moments of 
teaching. For the interns who were completing their practicum experience within the 
urban site, there was a particular need to share problems and concerns and to strategize 
potential solutions to the multitude of challenges that arose in these urban classrooms. 
The urban school realities included: a large proportion of poor and non-English 
speaking students; a broad range of learning abilities and learning styles; crowded 
classrooms in noisy, open pods; lack of appropriate or adequate curriculum materials; 
and numerous bureaucratic frustrations. 
As the interns moved through the developmental stages of a student teacher 
(Fuller & Brown, 1975), from survival and teaching identity concerns to classroom 
management and clarity of communication concerns, and finally to concerns regarding 
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student needs and the effectiveness of their instruction, peers seemed to provide 
significant emotional support to each other. The peer coaching process presented 
structured, formal opportunities for the interns to collaboratively think through these 
stages. Peers were able to convey a familiarity and understanding of the teaching 1 experience that other individuals, such as spouses and friends, could not provide. As 
Richert’s (1992) research highlighted, when student teachers are given opportunities to 
articulate and reflect upon the emotional nature of teaching with their peers, they are 
more likely to move on to other types of reflections. The following comments support 
this supposition: 
We all had similar troubles in that we all come from pretty easy suburban 
environments where there weren’t many [behavior] management issues...and 
we all felt very comfortable talking about our frustrations...just listening to each 
other complain... I was glad for the peer coaching and car-pooling opportunity 
for the tougher semester [in the urban environment] where you might not pick 
up the phone every day to have those conversations. We took turns.. .whoever 
had a rough day. People even shared tears. I felt that was great that people felt 
comfortable enough to do that... You try and support everyone. (Mark, 
interview) 
[Peers] are on the same level as you. You know, they are just starting out and 
they are having some of the same experiences, so you can say to them, “Oh, that 
same thing happened to me last week.” You can connect with them and you 
know, it is comforting. (Sarah, interview) 
Peer coaching was very helpful in that I could get feedback from another person 
who was in my situation. It really differed from anything else this year in that 
regard. It led to a lot of interesting discussion between us about our experiences. 
(Anonymous questionnaire response) 
Well, the car-pooling was huge! I think I speak for all of us when I talk about 
this. It was just a great time to catch up on what is due, what we need to be 
working on. People ran by different ideas for lessons. We talked about good 
things that happened in class, sometimes pretty bad things that happened or 
things you messed up on...You got to vent and complain and talk. You got 
ideas from people; you hear about what is going on in other classrooms, 
especially initially when you don’t really know what your role really is, or how 
things run in other classrooms. (Lynn, interview) 
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Increased Opportunities for Professional Collaboration/ 
Pedagogical Support 
Engaging in shared dialogue and collegial problem solving enabled the interns 
to view their peers as valuable resources, while also offering enrichment to the resource 
staffs and mentor teachers’ feedback. Peer coaching not only lent strong emotional 
support but also provided valuable instructional support as the interns observed and 
discussed differing perspectives on the art of teaching. Reflection during these 
experiences provided opportunities for the interns to integrate their understandings of 
teaching and learning, and articulate their perspective into a cohesive personal view. 
Greg and Carol were interns who began the year with similar teaching styles. 
By nature, they were somewhat reserved and soft-spoken people. During their first 
practicum experience in urban classrooms, both quickly realized the importance of 
developing a stronger teacher presence, including the use of a more enthusiastic 
teaching style with which to engage students. For Carol, a significant turning point in 
her teaching seemed to develop as a result of viewing one of Greg’s video clips in 
seminar. She noted in her interview: 
I felt like we were both pushing ourselves to be more engaging teachers so I was 
definitely impressed when Greg shared that [video] clip of his unit introduction. 
That he created a song and had the guts to actually sing it in front of his 
students, and then shared it with us in seminar.. .He took a risk. I was very 
impressed with that. Sometimes in teaching, you try something new and it 
works or it doesn’t work, but teaching is about taking risks and.. .you are kind of 
a performer so I think Greg pushed himself to be more animated. When I 
compared my fall and spring videotapes, I definitely saw how I had grown but 
there were also things that I wanted to do differently....I noticed that I wasn’t as 
enthusiastic as I wanted. (Carol, interview) 
Later Carol shared a video clip during seminar that was clearly not one of her 
“finer” teaching moments. The video clip showed her teaching a math lesson where her 
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instruction appeared uninspiring and rote. One of the interns in Carol’s seminar group 
that evening spoke of the feedback the group provided to Carol: 
While most of us shared one of our best clips, [Carol] shared one that she 
thought wasn’t. It was the introduction to a math lesson and she said to us, “I 
don’t know what to do differently here. I was trying really hard to be 
enthusiastic but I look at the video and I’m just not.” We definitely all talked 
about it in depth and we gave her suggestions. I reminded her of how wonderful 
she was when she let herself go at [the urban school] and just had fun with her 
lessons. You know the kids loved her and she had such good lessons. I think 
there was a situation for a while in her new class where some of the kids were 
kind of being rude to her, weren’t as welcoming, so I think that was kind of a 
barrier for her. She just wasn’t feeling as comfortable, so we talked, and we 
eventually came up with an idea for her to do the introduction to her unit where 
she dressed up as a tourist, where she wore an Hawaiian shirt and hat... We 
talked about how you just push yourself to do it even if you think the kids might 
respond by saying, “Oh why is she acting so silly?” (Emily, interview) 
Carol spoke about this unit introduction lesson where she used her peers’ suggestions 
and stretched her teaching style to incorporate more enthusiastic strategies in which to 
engage her group of second graders. 
I pushed myself to really be enthusiastic, to use body language, to smile, to walk 
around the room and not just stay in one spot... I really wanted the students to be 
excited... I dressed up. I had a costume on as if I was going on a trip... I had to 
push myself and even if I wasn’t confident in myself, I wanted to appear that I 
was to the students. (Carol, interview) 
Later, Carol talked about a reflection conference with one of her peers that 
appeared to corroborate for her the importance of ongoing relationship building with 
students. Their discussion also centered on using pro-active behavior management 
strategies including pre-arranged seating and the establishment of high expectations for 
student behavior: 
Emily recognized afterwards that she could have been more pro-active with the 
two students who interrupted her lesson. So she said next time, she would sit in 
the middle of them and she would tell them ahead of time what she expected 
from them, and that’s what I have been trying to do. Instead of singling out that 
student [during the lesson] and making them feel embarrassed, I’m trying to be 
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pro-active, and say, “Ok, so you had a hard time last lesson; this time I am 
going to have you sit next to me.” And have those conversations with students 
and really try to build a relationship with them. (Carol, interview) 
One intern spoke of the influence of peer observations in helping him to develop 
a larger repertoire of behavior management strategies: 
[Peer coaching] helped me around behavior management, especially going from 
a fifth grade to a younger grade in the second semester, and then, even if the 
strategies were not necessarily age appropriate, I was able to think of ways to 
implement them. Holding up a hand for silence, writing rules on the 
board. ..and other behavior management suggestions that really added to my 
repertoire of what to do when the class was not paying attention so that kind of 
small stuff, especially early on because you are just seeing what your mentor 
teacher does and that is kind of a limited view... (Greg, interview) 
An intern who struggled all year with developing a stronger teacher presence 
talked about observing a peer who was an effective communicator: 
It was interesting to see how she interacted with kids and spoke very directly to 
them and used their names. She kept the group focused on her, and her 
[teaching] presence was so strong. (Ray, interview) 
An analysis of the interns’ peer coaching summaries for prevalence and 
substance of comments around behavior management issues confirms that this was a 
theme of many reflection conferences following a peer observation. The following 
offer supportive examples: 
Sara felt there was a fair amount of behavior management intervention needed 
but attributed it to the fact the she was substituting for the day. (Greg, formal 
peer observation) 
Emily-was surprised by some of the data, specifically three boys who were off- 
task numerous times... She noted that every off-task behavior does not need to 
be addressed, but that behavior which is distracting to others should be 
stopped... Next steps include: following through with warnings and 
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consequences which she will reflect on in her reflection journal, and to be 
proactive and to privately ask disruptive students to sit near her before a lesson 
begins. (Carol, formal peer observation) 
Elizabeth also mentioned that she wants to talk to her mentor teacher about 
allowing her to do more teaching with her out of the room so she can continue to 
have opportunities to work on these behavior issues. (Lynn, formal peer 
observation) 
Some interns suggested that the peer observations either heightened their 
consciousness around particular pedagogical issues or contributed to them becoming 
more effective teachers. Supportive intern comments include the following: 
[Peer coaching] made me more aware of what I was doing. Whatever my peer 
was observing me for, I was a little more aware of these areas. For instance, 
some of my goals were giving clearer directions, better lesson pacing, and equity 
issues -who I was calling on when they raised hands and which students got to 
call out. When a peer came in to collect data on one of these areas, I was 
conscious of these areas and what my peer was thinking about it at the same that 
I was teaching. (Elizabeth, interview) 
I think a lot of what I had people look at was my questioning and giving of 
instructions, and I think because I focused on that, on a few areas, I really think 
it has helped me to progress in these areas. I think my questioning skills have 
gotten better as far as giving much more open-ended questions, much more 
geared towards what the students seem to be thinking. I also think it pointed to 
certain areas that I wouldn’t have seen otherwise. I think that having the post- 
conference is very helpful because... you got a chance to hear from an objective 
perspective in combination with what you thought happened. I think the peer 
observations were much more influential in helping my teaching and I also think 
second semester, I wish we could have had more. (Lynn, interview) 
Observing a peer also gets you thinking about teaching in another way, not only 
to get ideas about some other way you could teach but also you are looking at 
someone’s teaching and you’re critiquing it, in a way that can sort of help you 
become more self aware as you watch someone else do it in a very focused 
manner. Then you think about how you might do it differently and how you 
might want to change your teaching, or why you do things the way you do. 
(Carol, interview) 
Reflection conferences following a peer observation provided opportunities for 
the interns to recall the events of the observed lesson, to explain why plans were 
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successful or not, and to detail ideas and strategies to improve future teaching episodes 
based on the observed lesson. The following sections of formal peer observation 
summaries provide evidence of the interns engaging in pedagogical reasoning during 
their post conference with a peer: 
Elizabeth noted that students worked much better in cooperative groups as 
compared to the prior day, but if she were to re-teach this lesson, she would 
rethink some of the grouping configurations... [and] try different combinations 
of heterogeneous groupings... (Naomi, formal peer observation) 
Lynn was pleased with the modifications that she incorporated into the lesson. 
Anticipating that certain students might have difficulty around the language of 
two and three-dimensional shapes, Lynn focused the beginning of the lesson on 
an activity that reviewed and introduced vocabulary words in an engaging way. 
A wide variety of instructional methods were also used to ensure that students’ 
differing learning styles were met, including the use of an overhead [projector], 
chalkboard, oral instruction, activity sheets, and lots of manipulatives. (Greg, 
formal peer observation) 
Ray is aware that he phrases and rephrased his questions a few times before he 
allows students to respond because he wants to give all students an equal 
opportunity to understand what he is asking of them and [to] participate. In 
looking at the data, Ray observed that by the end of the lesson, he was running 
out of time and began to answer some of his own questions as he tried to cover 
all the material. (Carol, formal peer observation) 
One problem seemed to be the setup of the classroom. Some students were 
seated where Naomi couldn’t really see them while she was at the overhead. 
These were the students who tended to be less able to refocus their attention 
during transitions and since Naomi couldn’t see their off-task behavior, she 
didn’t correct it. (Elizabeth, formal peer observation) 
It appears that some, but not all, of the intern coaches were also able to use the 
peer coaching, reflection conference to suggest specific feedback to their peers on 
various pedagogical issues. In reviewing the “next steps” sections of the formal peer 
observations, it was noted that certain interns seemed more comfortable in proffering 
explicit advice to their peers for future lessons. The following excerpts are examples: 
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I suggested that Greg try to raise his [voice] volume, rather fluctuate it more 
often as he is giving instructions. I also suggested trying to have the students 
repeat or paraphrase the directions after he has given them. I have tried this 
method myself and have found it to be effective. Finally, I recommended 
conferencing with his mentor teacher about other ways to try and better his 
teaching techniques. (Lynn, formal peer observation) 
I suggested that a way to elicit responses from some of the more reticent 
students would be for Carol to give a general advisory that she needed to hear 
from some of the students she hadn’t yet heard from. This would act as a 
reminder to them to keep on task and give them fair warning when they were 
called upon. (Ray, formal peer observation) 
...one area I thought he could look at and we discussed in our conference, was 
being cognizant of all that is happening in the room. I noticed that some 
students were off-task for various amounts of time. In the conference, we 
discussed grouping students differently to put weaker students at an advantage. 
This I feel would help in keeping more students on-task. (Hannah, formal peer 
observation) 
Results of the interns’ rating on item two of the Likert scale (“Rate how 
successful the peer coaching process was in providing you with opportunities for 
professional collaboration”) revealed that 7 of the 10 interns felt that the peer coaching 
process either highly successfully or successfully provided opportunities for 
professional collaboration. Two interns indicated the process was somewhat successful 
in providing professional opportunities, while one intern indicated the peer coaching 
process was very unsuccessful in providing professional collaboration (see Table 2). 
In summary, the interns reported numerous contributions that their peers 
provided for them as they learned to teach. These included: an increased comfort level 
in sharing their instruction with others; encouragement and reassurance as they learned 
to teach; increased support as they attempted innovative teaching strategies; and lastly, 




Rate how successful the peer coaching process was in providing you with 
opportunities for professional collaboration 
Level Frequency 
Very Unsuccessful 1 
Unsuccessful 
Somewhat Successful 2 
Successful 2 
Highly Successful 5 
Total 10 
Research Question 4 
What difficulties or limitations do preservice teachers report in using a peer 
coaching process? 
Difficulty Providing Constructive Feedback 
Some interns had difficulty providing constructive feedback in a reflection 
conference following a peer observation. Many interns did not consider their peers’ 
post observation feedback to be as valuable as the feedback they received from their 
mentor teacher and resource person. They felt their peers’ comments were lacking in 
specificity and their suggestions for alternative strategies were limited. A few interns 
attributed this limitation to their peers’ unwillingness to provide critical feedback, while 
other interns suggested it was simply due to their peers’ limited teaching experience, in 
comparison to their mentor or resource person. Representative comments included: 
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Mostly, [my peers] were affirming. Specific suggestions for improvement 
tended to be few and far between. I think most of this lack of specificity could 
be attributed to our unwillingness to hurt each other’s feelings. What specific 
input I did receive was generally in the form of individual student behaviors that 
I might not have noticed or in further questions I might ask of students. 
(Anonymous Questionnaire response) 
I mean with peer coaching, you have students coaching students, and there is a 
legitimacy question like, “Who areyow to be telling me this?” (Anonymous 
questionnaire response) 
I think with a peer, our reflections may have been more surface-like. We 
weren’t able to dig really deep into it. (Hannah, interview) 
Because I feel like the resource person and the teacher were more honest with 
me. I mean I am making an assumption about how my peers interacted with me 
based on how I interacted with them but it just seems like a teacher or a resource 
person, obviously they have more experience and they see more things than a 
peer would, at this point. They are more skilled at observations, and they notice 
what is going on in the room more than a peer. (Naomi, interview) 
When I was a peer coach, I was looking to really offer my peers some input, so 
sometimes I felt like I wasn’t offering enough suggestions for their next steps. 
(Greg, interview) 
I think we all had trouble being really being specific. You know, we would be 
looking specifically at pacing for instance, and I would be learning strategies 
over the course of the fall on how to keep the pacing of a lesson going. I was 
beginning to recognize them for myself, but in terms of specifically providing 
information to a peer, I had trouble trying to find the exact words.. .And people 
giving me feedback would be sometimes using general terms like, “I thought 
you handled that situation with that student really well.” But they were not 
necessarily specific about what was really good about it (Ray, interview) 
Difficulty Providing Honest Feedback 
Many interns suggested that their peers would often steer towards strengths as 
opposed to “next steps” in a reflection conference, particularly in situations where a 
peer appeared to be struggling with their teaching. Other interns implied that they were 
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uncomfortable providing constructive criticism, especially in the first semester when 
they didn’t know their peers as well. The following are representative excerpts: 
I didn’t feel the reflection conference was that helpful because I felt like whoever 
I was with, we really weren’t saying exactly what happened. Like if I observed 
you, I didn’t feel totally comfortable saying exactly what I thought. For example, 
one person I observed, their lesson went kind of bad. And I felt like at the post¬ 
conference, I had to kind of say, “Oh no, it’s okay and you did this well and this 
well” and I kind of ignored the other things. And if he mentioned the problems, 
then fine, we would talk about it, but otherwise, why bring it up? (Naomi, 
interview) 
I think both with my peers and my first semester mentor, I wasn’t getting the 
feedback that I felt would make me change my teaching significantly. It was 
helpful, but it wasn’t always as honest as I would have liked. Or I think that 
people could have pushed me a little further and they may not have because they 
were afraid of offending me. Well, I think a couple of people I had built a 
stronger relationship with, were more comfortable with being honest and sharing 
what was going on. I think honesty and feedback may be taken not as offensively 
by some, but as just being useful... (Hannah, interview) 
I can remember hearing some comments that one of my peers used; some 
language directed at students that I was surprised to hear her use. You know, 
language that may have been perfectly fine in that classroom based on that 
mentor teacher’s standards, but it still surprised me. But I didn’t feel it was 
appropriate to address it with [my peer]. It was during the first semester, and we 
just didn’t know each other as well so it was safer just to not address it... On the 
flipside, I tend to be really critical of myself, but I think, and this goes for the 
peer observations as well as the videos, I would have liked a little more 
constructive criticism from our peers. I had the sense that people didn’t really 
want to come across as insulting or too critical (Greg, interview) 
Other interns felt they hadn’t, as yet, developed the skills to pose appropriate 
questions that might challenge their peer’s thinking, or to frame their feedback 
comments in a manner that offered constructive criticism in a respectful way. 
Representative comments follow: 
The difficulty was how to frame your feedback so it was direct, but not hurtful. 
You certainly don’t want to be saying to somebody, “Gee, what was the point of 
that lesson? I certainly couldn’t figure it out. Lord knows the kids must have 
been confused.” (Greg, interview) 
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I wanted to focus on a peer’s strengths, but I also wanted to push them to think 
about their next steps. At the same time, I didn’t want to be too critical. I know 
I internalized those negative comments. (Carol, interview) 
I think the reason I was unable to give the feedback that I wanted, I didn’t want 
it to come out the wrong way and I didn’t want a confrontation, so I think that 
was my way of just not dealing with it, I just didn’t say anything and you know, 
I think I should have but I just didn’t know how to. (Sarah, interview) 
It never really came up for me, and I guess it would be difficult if it did, but if I 
was observing a peer and saw something really negative, I would have a 
difficult time addressing the issue. Being a peer and not having any more 
perceived experience one way or the other than the person you’re observing, 
how would you do that? If you see little things, that would be okay, that’s what 
we are working on, that’s why we are doing these observations, but if it’s 
something really negative that you feel might be a big concern, how would you 
raise that with a peer? (Anonymous questionnaire result) 
The following comment comes from an intern who dealt with hearing ongoing, 
critical feedback from both his mentor teacher and resource person throughout the year 
as he struggled to find and strengthen his teacher identity and presence: 
You know there would be an occasional suggestion in the post conference [with 
a peer] that was meaningful to me, and I think, in general, that probably 
observing other people was more valuable for me than being observed. And, 
you know, some of that has to do with the fact that what I heard from my peers 
wasn’t that different from the things that I was hearing from cooperating 
teachers. Maybe, they would be couched in more “Jekyl” terms, you know, 
more favorable terms. None of us wanted to offend anybody. None of us 
wanted to say anything mean to anybody. I would have liked honest feedback, 
but it is really hard to take, especially when it’s constant. I mean, by the second 
semester, I was better at taking it. (Ray, interview) 
Several of Ray’s peers mentioned that he appeared so downtrodden, and so 
overly self-critical of his teaching, that they, in turn, felt the need to provide 
encouraging feedback to him in a reflection conference. Two interns spoke of a peer 
observation and reflection conference they had with Ray: 
In one situation where I would have felt uncomfortable saying something to a 
peer, the person I was observing knew it and so I didn’t necessarily have to 
break the news to him, but was just able to listen and give suggestions and give 
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encouragement and just help him to figure out what went wrong...It was a 
morning meeting and it just didn’t go well for Ray, and after it ended, my first 
thought was to give him the good points of [the lesson] and he was just so quick 
to say, “Oh my god, it was terrible. It was terrible.” So it put me in a place 
where I was able to be constructive because I was able to give him the positives 
of the lesson and also talk about why things didn’t go well without having to 
bring it up and be uncomfortable because he was able to bring it up himself. So 
instead I said, “Well, are you modeling your mentor teacher’s rules for morning 
meeting? Have you ever thought about trying something new?” (Emily, 
interview) 
I observed a lesson that wasn’t as constructivist as I thought it could have been. 
I think it definitely could have been more engaging. Ray lectured to the 
students. Maybe he could have done small groups and the groups could have 
presented their information to the whole class. But it was really challenging to 
give him this feedback. And I am not sure why, but I felt I needed to focus on 
his strengths as opposed to his weaknesses. Because I felt that he needed to hear 
that he did do some things well and I didn’t want to say, “Well this lesson didn’t 
go so well.” (Carol, interview) 
Other interns suggested similar thoughts. They felt they hadn’t been put in the 
uncomfortable position of having to provide negative or critical feedback to their peers 
because their peers self-identified instructional weaknesses or lesson deficits before 
they had to do so. A representative excerpt follows: 
One time there was a lot of classroom management issues and the person was in 
a different environment because of MCAS testing, and it was totally 
understandable that things were a little crazy. But I felt like I wasn’t as honest 
about it as I could have been. But I felt like she was well aware of what 
happened and there was no need to pour salt into the wounds. I just kind of 
addressed what her real needs were ... But aside from not being overly honest 
about something that was kind of negative, I felt comfortable otherwise [giving 
feedback]. (Mark, interview) 
Alternatively, some interns appeared very comfortable engaging their peers in a 
critical reflection of their lesson. When asked the following question, “After you 
observed a peer, how easy or challenging was it to find the right questions to encourage 
her/him to reflect about their instruction or student learning?” several interns spoke of 
the ease with which they were able to engage their peer in critical reflection: 
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I think it was fairly easy. It goes back to the format that was set up in seminar - 
to ask broad questions to open up the conversation and let your peer discuss the 
lesson first and see where they go. I think it’s just a matter of being diplomatic 
and saying, “What did you think...?” and then letting them discuss things. They 
are going to bring up what they are struggling with and you can show them the 
data piece that you’ve collected, which provides a chance for things to open up a 
little bit more, and I know that often leads to really good discussions. (Lynn, 
interview) 
I never felt hesitant to critique anybody. I know when I sat down [for a peer 
conference], one of the first things that I like to say to my peer is, “Just tell me 
the truth. I would rather know it, and I want to learn from this reflection. Let 
me have your feedback, whether it is good or bad.” I think I never reflected 
with a peer that didn’t have that attitude. I never felt uncomfortable and I never 
really had to say anything negative. I don’t feel like it was ever an issue. If it 
was an issue, I think we have had so much experience with this now that I would 
feel comfortable doing that. The feedback was pretty objective and I think we 
were pretty open and honest with each other, definitely. (Elizabeth, interview) 
You know we understood that we were all in the same situation so everybody 
was really empathetic and reassuring in their feedback. I never felt 
uncomfortable giving feedback to somebody else either. We were all pretty 
open about it. (Emily, interview) 
Varying Degrees of Comfort 
The interns had varying degrees of comfort in their relationships with each 
other. Previous research on peer coaching emphasized the inherent value of 
collaborative practices, but also indicated that collaboration occurs best between people 
who like each other and who have compatible teaching and/or learning styles (Marshall 
and Herrmann, 1990). In this inquiry, the receptiveness of the interns to their peers’ 
feedback and support appeared to be dependent upon personality compatibility and the 
development of collegial and trusting relationships. The interns did not appear to 
choose their coaches based upon age or teaching ability, although some may have 
chosen them based upon gender. None of the three male interns ever coached each 
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other throughout this inquiry, choosing instead a female partner. Although the interns 
could have self-selected only one peer partner throughout the duration of the year, most 
chose multiple partners, with four being the average number of peer partners. The 
interns may have desired the varying perspectives and classroom observations of 
different interns. Representative intern comments follow which suggest the varying 
comfort levels interns experienced with their peers: 
I think some of it is how well you click with people, and I clicked pretty well 
with Elizabeth and I did two observations of her and she did one of me and we 
were able to talk about things on a little bit of a different level. It seemed like a 
little more in-depth. It’s not like I was opposed to anyone here or did not like 
anybody, it was just.. .1 felt like I was on a little bit of a different wavelength 
with her. (Ray, interview) 
But I wished I had said something like, “Well, how could you have made this 
lesson more constructivist?” and maybe that is something I could have done if I 
had felt more comfortable with him, in general. With someone like Emily or 
Sara, who I had a more personal relationship with, I could have easily asked 
them how they could have made a lesson more constructivist. (Carol, interview) 
Even though we worked in small groups throughout the program, there are 
certain people that I just felt closer to and we had a more personal relationship. 
(Anonymous questionnaire response) 
There was definitely a couple of peers that were more helpful than others at 
working things out or maybe it was just that I could communicate with some 
better than others. (Hannah, interview) 
During her interview, one intern spoke disparagingly of the peer coaching 
process, and suggested she received little value from the process. Conversely, she 
mentioned the meaningfulness of the ongoing, informal dialogue she engaged in with a 
peer in an adjoining classroom at their urban school. While a strong friendship between 
the two interns appeared to facilitate this collaborative relationship, Naomi may also 
have felt the need to be supportive of a peer whose mentor teacher had to depart 
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unexpectedly on early maternity leave. She may also have been more comfortable in 
the role of provider (coach) then receiver (teacher). Her remarks follow: 
I have worked a lot with Hannah this semester just because she is right next door 
and I have helped her out a lot with just different things since [her mentor 
teacher] left, and it seemed like when it was less formal, that we both could be 
more honest with each other. And I think it is just because we built a friendship 
and everything too... It was a two-way conversation where we were both trying 
to figure things out. And I would say, “[My mentor] does this, why don’t you 
try it?” Or “You know, I saw that you were having trouble today. Why don’t 
you try this?” Because she no longer had a mentor so I was just trying to pass 
along some information. (Naomi, interview) 
Insufficient Encouragement to Focus on Student Learning 
One intern astutely noted that he didn’t feel the peer coaching process 
challenged him to look closely enough at the impact of his instruction upon student 
learning. His remarks follow: 
I guess it comes with time as you develop professionally but when I first started 
[the peer coaching process], the focus is so inward, “How did I do? How did that 
lesson go?” And it wasn’t until fairly later, I am sure it happens faster for some, 
where I started to wonder, “Which students understood that and who didn’t?” 
You become much more focused on trying to get into the heads of students. 
You want to be self-reflective but you don’t want to always be obsessed with 
your own growth. Certainly it is an individual factor, how people progress is a 
factor, but even so, I mean it was pretty easy to just focus on behavior 
management and I am still dealing with behavior management every day. I 
could still be reflecting and observing on that and at some point you just realize 
that you need to move on. I felt like we weren’t pushed hard enough to looks at 
student learning, student response to the instruction, student language, that kind 
of stuff to really get our thought processes more focused on students... 
Your goal should be to stop worrying about yourself and start worrying about 
the students, as soon as you can, basically. (Greg, interview) 
A review of the interns’ formal observation reports from the spring semester 
indicated that for many of the interns, Greg’s comments appear to be accurate. Data 
from the final two peer observation reports (which were completed in February and 
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March) show the interns selected the following observation foci for their observations 
(see Figure 1). 
Student-centered 
Students’ On-task behavior (4) 
Students’ Opportunities to respond (2) 
Teacher’s questions and students’ responses (1) 
Teacher’s modification of lesson for students with varying learning styles/needs 
(1) 
Teacher-centered 
Teacher’s types of questions (6) 
Classroom management strategies (1) 
Teacher’s Use of praise vs. encouragement (3) 
Teacher’s overall verbal behavior (3) 
Transition strategies and length of time (1) 
Lesson pacing (1) 
Figure 1. Observation Foci 
Eight of the peer observations were student-centered (on task, opportunities to 
respond, student responses to questions, and lesson modifications for students), while 
15 were focused on teacher behavior. While no specific data was collected which 
demonstrated student learning in these 15 teacher-centered observations, a close look at 
the post-observation written reflections indicates that in 6 of the 15 more teacher- 
centered observations, considerable discussion of student behavior and student learning 
had, in fact, occurred. 
The interns may have selected more teacher-focused observations because of 
developmental needs, because it offered more simplistic arenas with which to collect 
data, or simply because the teacher education program hadn’t challenged them to pursue 
more student-focused observations. For some interns, particularly those who 
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transferred to the urban school in the spring, a continuation of peer observations around 
communication and behavior management strategies may have been appropriate, as 
some of these preservice teachers needed to make significant adjustments in these areas 
when confronted with the challenges of this new setting. 
Video-Sharing Component 
The interns felt the video-sharing component of the peer coaching process was 
not as valuable as it could have been. Several times throughout each semester, the 
interns engaged in a peer coaching process using video footage of recent interns’ 
lessons rather than actual classroom observations. During their seminar course, the 
interns gathered in small groups to share selected video clips of their teaching with their 
peers. Prior to sharing their clips, the interns completed a “Video Reflection Summary” 
(Appendix C), which provided a description of the lesson, a rationale for why they 
chose the specific piece of the lesson, and revisions that would make the lesson more 
effective. The video-sharing component of the peer coaching process was completed 
four times throughout the year with the interns having to share illustrative classroom 
moments of varying aspects of their teaching. These included video clips that 
demonstrated: a growing competency toward one of the state teaching standards, an 
example of constructivist teaching or learning, an example of good teaching that clearly 
engaged the students in learning some piece of content from the state curriculum 
frameworks, and an illustration of assessment of students’ understanding. 
The first video assignment was worded as such, “Please prepare a 5-minute 
video clip to share in small groups. This clip should present a teaching moment that 
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illustrates your growing competency towards addressing one of the state teaching 
standards or a time when you felt challenged trying to address one of the state teaching 
standards.” The next assignment was stated in the following manner, “Please prepare a 
video clip that presents a teaching moment that illustrates your growing competency 
towards developing and teaching a constructivist lesson, a time you felt challenged 
trying to develop/teach a constructivist lesson, or a time you thought you had developed 
a constructivist lesson, but upon implementation or reflection, recognized that it 
wasn’t.” While viewing each peers’ tapes, the interns completed a “Peer Feedback” 
worksheet (Appendix D) to help guide the reflective conference. The interns were 
asked to provide a supportive comment regarding their peers’ teaching, a question to 
challenge or extend her/his thinking, and a point she/he might want to consider. 
Although it was suggested that the interns could share either a successful 
teaching moment or a challenging moment, the interns rarely did the latter. One of the 
primary reasons many interns felt the video clip sharing wasn’t as worthwhile as the 
classroom peer coaching was that they felt most of their peers selected and shared 
teaching segments that were only representative of their best teaching. As one intern 
noted, “We had a tendency to show clips that were as unembarrasing as possible.” 
Other intern comments follow: 
I found watching the videos by myself very beneficial, just noticing things that I 
wouldn’t have noticed otherwise without watching it. But when we watched 
them in seminar, everyone was like, “Oh yeah, you look like a good teacher.” 
And that was pretty much it... I mean it was fun to watch everybody but that 
was pretty much it. (Naomi, interview) 
I felt like 90% of the time, people picked their best clip, so what was the point? 
What are we trying to learn from? I mean I know my second semester, I didn’t 
show [my] worst [tape] because I was completely aware of how bad it was but I 
felt like first semester, I showed something that I was struggling with and I think 
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you shouldn’t be allowed to show your best clip because what are you going to 
learn from it? It is so pointless and in a sense I felt like it served no purpose at 
all, unless you simply wanted to show a highlight and be told congratulations, or 
whatever. (Mark, interview) 
I think it was helpful for me to watch a videotape of myself. I could be more 
objective and kind of step outside the experience... But with sharing our tapes 
with our peers.. .1 think that if people are always picking their best clips, they 
are not showing how they can continue to grow as a teacher... (Carol, interview) 
Another intern also noted the advantages of viewing her own tapes, while 
suggesting that the delay in sharing her tapes with her peers made the peer coaching 
process seem not as relevant. The interns’ tapes were not immediately accessible to 
them because their original digital tapes needed to be transferred to VHS tapes prior to 
being viewed on the more traditional televisions and video recording systems that 
predominated in the interns’ homes and school sites. As such, the interns’ lessons were 
often taped weeks prior to their sharing in seminar. By the time the tapes were viewed, 
the interns were often at a more advanced developmental level in their teaching, or as 
Hannah notes below, the interns may have self-processed their lesson and made 
appropriate changes in their teaching prior to the sharing of clips in seminar. The 
sharing with peers then became more humorous than meaningful. 
[Watching my video tapes] was one of the most helpful ways to pick up on all of 
the things that I wasn’t always noticing. For example, I think in the video of my 
first semester I could hear questions that [my mentor] was asking of students 
and then I could hear the questions that I was asking and it was the first time that 
I could look at both of them at the same time... His questions were definitely 
more probing, where mine were more leading so that definitely made me 
conscious of that... But I didn’t always feel when we shared [video clips] in 
seminar that I was receiving or giving feedback that was in any way changing 
my teaching or my peers. The other thing was because we wouldn’t always 
watch the videos right away; it was kind of funny rather than informative. 
Showing a clip that was taken a month earlier, I may have already sorted out and 
processed that clip in my head, and than to watch it again and have other people 
give me feedback, it wasn’t as effective. (Hannah, interview) 
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While the majority of the interns suggested they received immense benefits from 
viewing their own videotapes of lessons, one intern felt he didn’t receive any gain from 
either personally viewing his tape or sharing it with his peers. He also suggested that, 
particularly in the urban setting, students’ behavior, and subsequently, his teaching, 
were not representative of a typical day. His remarks follow: 
For whatever reasons, I never found [the video tapes] particularly useful. There 
were subtle things that you notice about your instruction from them, but I don’t 
know if the sharing with peers was helpful at all. I felt like there wasn’t much 
that anyone could add to it that I couldn’t visually see myself and it is tough to 
have a video clip where, especially at [the urban school], the kids seem to act up 
more when they are getting videotaped so that you feel like you are analyzing a 
bad show. So no matter what my peers said, I knew I was doing a better job 
than what was on the videotape... (Mark, interview) 
Having a video camera in a classroom seemed to negatively impact another 
intern’s teaching and her classroom learning environment. She spoke about these non¬ 
constructive elements: 
As far as sharing my video clips with my peers, I know I had some reservations 
because I taught a lot different when the video camera was in my classroom and 
even though we did it fairly frequently, I was never quite as comfortable, and I 
know that the kids certainly didn’t feel like themselves. And with those two 
elements, it was definitely a different picture than somebody would have gotten 
on a regular day in my classroom. So I think in sharing my videos, I always felt 
like I had to preface it with, “This is not what usually happens.” I mean it is one 
little glimpse of a person’s day and you have to keep it in that context. Maybe if 
we had seen more of each other’s videotapes, especially since we were split up 
into two schools, I might have gotten a better picture of teaching that way. 
(Elizabeth, interview) 
Since the interns in this program spent one semester at an urban school and one 
semester at a suburban site, they rarely, if ever, observed the teaching of half of their 
peers, except through the viewing of videotapes. One intern noted: 
The thing that I liked about [the video sharing] was seeing the interns that were 
at the other school. It was good to see what they were like in the classroom. 
But other than that, if I was in a group with all of my peers that were at my 
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school, the video clip sharing wasn’t that beneficial because I had seen them 
teach before. I think [the video clip sharing] should always be in mixed groups 
so you could see people that you haven’t seen teaching before. (Sarah, 
interview) 
For two interns who struggled to develop more effective communication skills 
and an overall stronger teaching presence, the sharing of video clips did seem 
particularly valuable. Similar to the classroom observations of their peers, other interns 
suggested they used the video clip sharing to assess where they stood in comparison to 
the others in this cohort group. This gauging and comparing of varying developmental 
levels in teaching seemed to offer reassurance and encouragement. The following 
statements are illustrative: 
The first [video tape] was embarrassing. I had a hard time watching the video 
because I was pretty monotone in my teaching... So I observed some of my 
peers who were really animated and really strong in their teacher presence.. .1 
mean I feel like I definitely take the cake with slow and monotone but some of 
(my peers) were also pretty monotone and I don’t think of them that way 
necessarily. So [the videotapes] were comforting and instructive, watching 
other people doing the same thing that I do...(Ray, interview) 
I think sharing the video clips definitely helped because [my peers] saw things 
that I wouldn’t see... In my case, I tended to be overly critical of myself so I 
wouldn’t necessarily see some of my strong [teaching] points, so having [peers] 
write comments on the video reflection sheets helped me to see myself more 
objectively, especially in the beginning when it was hard to find anything good 
about myself. (Greg, interview) 
I loved watching my peers’ videos just to see how they were doing, and compare 
them to me and see if we were on the same level. (Anonymous questionnaire 
response) 
It was good to see that other people were just as self-conscious and struggling. 
It felt kind of selfish, knowing other people were struggling and being able to 
offer some feedback to them, but it made you feel more confident, being able to 
look at the situation and offer some ideas. (Anonymous questionnaire response) 
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In summary, the interns in this study reported several difficulties or limitations 
with the peer coaching process which included the following: the interns had difficulty 
consistently providing adequately constructive and/or honest feedback in a reflection 
conference following a peer observation; the interns had varying degrees of comfort in 
their relationships with each other which may have influenced their receptiveness to 
peers’ feedback; the interns felt the video clip sharing component of the peer coaching 
process was not as effective as they would have preferred; and finally, one intern felt 
the peer coaching process did not sufficiently encourage him to focus on student 
learning. 
Research Question 5 
What recommendations do preservice teachers suggest to make the peer 
coaching process a more valuable experience? 
Increased Number of Observations 
The interns readily imparted modifications that might lead to the peer coaching 
process becoming an increasingly advantageous experience for future preservice 
teachers. Five of the ten interns suggested increasing the number of peer observations, 
particularly during the spring semester. Several in this group suggested that these final 
observations be completed without having to submit a formal peer observation write-up. 
They felt these informal observations would transition them into the more “real world” 
of inservice teachers. Comments included the following: 
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At first it was a little uncomfortable, you know, because someone was coming in 
to my room, but by the end I really wanted that feedback and that’s why I would 
suggest having another [peer observation] in the spring because at that point you 
are very comfortable with it. I really enjoyed getting another person’s 
perspective. (Lynn, interview) 
So maybe have three observations that are due in the beginning of the spring 
semester, but somehow you are required to see a peer during their master 
teaching, but you don’t have to complete a formal write-up. (Carol, interview) 
I really would have liked if we could have completed observations of the interns 
at the other school... I mean it is so hard because there is so much that we have 
to do but, to this day, I have never seen Hannah or Mark teach. I have never 
seen Naomi teach, except for a 5- minute [video] clip, which doesn’t really show 
you a whole lot, and I know I could learn a lot of valuable stuff from all of them. 
It would have been nice if we could have had more opportunity to see each other 
informally, where we didn’t even have to do a formal write-up. (Emily, 
interview) 
Maybe have more peer visits in the spring. Keep the same number of 
observations but think of another reason to have peers visiting each others 
classrooms just so that there is more interaction. Not necessarily formal 
observations but some type of interaction... 
(Greg, interview) 
I know we only had three each semester and when they were done, I kind of 
missed going into the other classrooms a little bit. It was nice to get out and 
watch other people. (Elizabeth, interview) 
Additional Guidance 
The interns recommended that a role-playing component be incorporated into 
the seminar course as a venue to model reflection conferences between peers. This 
would be a time to practice the skill of asking probing but respectful questions under the 
guidance of experienced teachers. The interns could learn more clearly defined 
strategies to encourage their peers to critically reflect on the data and the lesson 
challenges. Some specific intern responses included the following: 
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Show some videos during the first week of seminar, and have the whole group 
come up with some feedback, what they noticed and kind of facilitate it as a 
whole group to get the ball rolling. You know, just to make it more comfortable, 
just so you know what to anticipate, what it is going to be like and just having 
you there to get us to probe a little deeper or maybe model some questions to 
ask. Model how the post-conference might look like because I know the first 
time, I was like, “Oh, what do I do? I don’t know what I am doing here.” 
(Sarah, interview) 
I wonder if somehow we could brainstorm together and come up with more 
open-ended questions that we could ask our peers [during a reflection 
conference], or maybe do little skits in seminar where...we practice asking those 
questions. (Carol, interview) 
Suggestions Regarding the Peer Observation Foci 
Several interns recommended more commonly shared focused observations to 
occur between intern pairs or a program expectation that established specified 
observation foci for each semester. This proposal would require the interns to progress 
towards more student-focused observations. Intern comments follow: 
Maybe if you had the two people decide to observe each other, they could both 
observe the same thing and then compare with each other. You know, I would 
observe you for questioning and you would observe me for questioning instead 
of doing two totally different things. That would have made the reflection 
conference more meaningful to me. (Naomi, interview) 
Maybe just having a list of what [previous] students have observed... or maybe 
even a check list so first semester you have to observe certain things and second 
semester, other things... It would help us to keep track of what we got observed 
in, because I know it was hard to think back to the previous semester. (Sarah, 
interview) 
Scaffold the progression, the development of interns towards more student- 
centered observations. At least have two of your three observations in the spring 
be centered around, focused on student learning. (Greg, interview) 
Modifications to Video Analysis 
The interns suggested modifications to make the video analysis component of 
the peer coaching process a more meaningful experience. The interns wanted then- 
peers to share video clips of their teaching that were “real struggles” versus “shining 
moments.” They recognized the artificiality of coaching peers who were always 
sharing their finest teaching. Two interns’ comments follow: 
When people are preparing those clips, have them pick a clip where they need 
help, or something that they want to improve, as opposed to picking their best 
video clip. Or maybe the first [clip], have people show their best so you are 
building safety and getting peers to offer encouragement. Then slowly show 
something that you want to improve on. (Carol, interview) 
So maybe if people are asked to bring in a “teaching blooper.” Maybe if the 
assignment is presented such as you don’t have a choice. It isn’t an option. You 
probably wouldn’t want it to be the first tape but later on... (Hannah, interview) 
One intern’s suggestion included making the videotapes more promptly 
accessible to the interns following a lesson so that the interns could view and share their 
tapes with their peers in a timely fashion. Lastly, to minimize classroom disruptions, 
one intern suggested that the mentor teacher as opposed to the resource person complete 
classroom videotaping. Her proposal follows: 
I think [the videotaping] might have been a little less disruptive if the classroom 
teacher completed die taping instead of the resource person because that is 
somebody that the kids are more comfortable with. And, it would be wonderful 
if we all had video cameras in our classrooms just so that they could be used 
more often so you get more comfortable in front of them. That is the only 
criticisin I have. (Elizabeth, interview) 
In summary, the interns’ recommendations to make the peer coaching process a 
more meaningful experience included the following suggestions: an increase in the 
number of peer observations during the spring semester, additional guidance provided 
% 
for the interns in facilitating reflection conferences, program expectations with required 
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observation foci, and specific modifications to make the video sharing component a 
more meaningful experience. 
Research Question 6 
To what extent do preservice teachers report a different learning experience 
when being observed and coached by peers as compared to being coached/supervised 
by mentor teachers or resource staff? 
Varying learning experiences were described by the interns, which appeared 
dependent upon the specific person observing and the relationship the intern had built 
with this observer. This section begins by detailing the interns’ specific understandings 
of the experience of being coached by peers, followed by the resource person, and 
concluding with the mentor teacher. In general, the interns viewed their peers as 
supportive colleagues and contemporaries, who shared common theoretical 
understandings of the teaching and learning process. But the interns clearly recognized 
their peers as novice teachers when comparing their feedback to that of their resource 
person and mentor teacher. While valuing their peers’ supportive, and usually 
empathetic, feedback, they readily acknowledged that their resource staff s and mentor 
teachers’ feedback was more essential and meaningful to their overall teaching 
development. 
Peers 
Peers Were Supportive Colleagues. A peer’s feedback was an important 
component to the student teaching experience. Important enough that the interns would 
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have appreciated their input during the time of their master teaching, which was 
regarded by these beginning teachers as the culminating event in this year of hard work. 
The interns were unable to observe each other during this critical time period since the 
peer observation assignments were completed prior to the interns’ master teaching 
experiences. Many interns suggested that future CTEP interns should complete 
informal observations of each other during this demanding time of their preservice 
preparation. They could observe in the classroom, collect data, engage in a reflection 
conference, but not have the pressure and time commitment of completing a formal 
write-up. Carol talks about why a peer’s input would have been valuable to her during 
her master teaching: 
I feel like during those two weeks you are actually planning and teaching your 
lessons. It is not someone else’s lessons. It is not from a textbook. It is your 
work...and it would have been nice to have peers give you feedback during that 
time. I mean you have your resource person and your mentor teacher, but it 
would also have been nice to have a peer see those lessons. Your resource 
person changed from the fall to the spring.. .and your mentor teacher is a 
different person but your peers have been with you from the beginning. They 
have seen you grow the whole year, and it would have been nice to have them 
say, “Wow, last semester, all you were doing was math lessons from a 
[curriculum guide] and now you’re teaching everything yourself.” (Carol, 
interview) 
The interns were also able to provide encouragement to their peers during 
critical occasions in their teacher preparation program. In one case, Carol switched to a 
new mentor teacher during the spring semester because her current mentor had to have 
unexpected surgery. She struggled to work with this new teacher, whose teaching 
practices were not as constructivist as Carol’s previous urban mentor teacher. Carol’s 
comments attest to the ability of her peers to balance some of the negative impact of her 
teacher’s feedback: 
114 
My mentor teacher this semester was very critical of me and I internalize a lot of 
the negative. She said, “By the end of your master teaching, I expected that you 
would have had more nonverbal cues.” She said, “You should have done more 
praising.” And I was like, “Oh!” I internalized her negative feedback. 
Thankfully, my peers were always encouraging and supporting me. (Carol, 
interview) 
Mark spoke of his cohort group and the evolution of his relationship with his 
peers throughout the course of the year. His initial competitive affiliation with the other 
interns developed into deep connections based upon friendship and camaraderie. His 
comments follow: 
I just think you are so vulnerable first semester, especially since a majority of us 
hadn’t come from education fields, but we were all competent in our other work 
areas. And then to be thrown into a classroom, where you were trying to bring 
to life what you were learning from the courses. Because we are all intelligent 
people but we couldn’t always apply [what we learned] in the way that you 
knew was possible through watching more experienced teachers. So, I think 
during the first semester, you felt a certain competition with your peers. You’re 
using the peer coaching to see how you measure up to your peers. But, I think 
as the friendships developed... you weren’t trying to compete against your 
friends. For example, I knew Hannah had an interview at [a local school] and I 
would have loved to have an interview there but I sat down with her for half an 
hour going over interview questions that I thought would help her with her 
answers. So I think the friendship becomes much more the priority than the 
competition we might have had the first semester. (Mark, interview) 
Even though he was the “senior” member of the cohort group (the oldest, at 40), 
Greg’s remarks summarize the collegiality that the peer coaching seemed to provide for 
the majority of the interns. 
It was very apparent when our peer observations were over that we just didn’t 
have friends and colleagues coming into the classroom anymore. I had really 
started to look forward to their visits. (Greg, interview) 
Peers Were Contemporaries. Many interns spoke of their increased comfort 
level when being viewed by a peer in comparison to their mentor teacher or resource 
person. Likert scale results linked to the statement, “Rate the comfort level you 
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experienced being observed by your peers, mentor teacher and resource person” are 
listed in Table 3. Results revealed that while 6 of the 10 interns felt very comfortable 
being observed by their peers, only 4 interns felt very comfortable with their mentor 
teacher and resource person. In combining two levels, 9 of the 10 interns indicated they 
were either comfortable or very comfortable being observed by their peers, while 8 
interns suggested they were comfortable or very comfortable being observed by their 
mentor teachers, and only 6 interns felt they were either comfortable or very 
comfortable with their resource person. 
Table 3 
Rate the comfort level you experienced being observed by your 
Peers. Mentor Teacher, and Resource Person 
Peers Mentor Teacher Resource Person 
Level Frequency Frequency Frequency 
Very Uncomfortable 1 
Uncomfortable 1 1 
Neutral 1 3 
Comfortable 3 4 2 
Very Comfortable 6 4 4 
Total 10 10 10 
The interns noted many variables that made their peers a more comfortable 
presence in their classrooms in comparison to their mentor teacher and resource person. 
Peers were on the same level as each other; there was no hierarchical relationship. 
Peers could commiserate with each other after a problematical lesson, as many had been 
* 
faced with comparable experiences. Comments included the following: 
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I just think the amount of time that we spent together made the peer observations 
more comfortable. I don’t know why. It is not like I was intimidated by my 
mentor teacher or my resource person but it was just a different level of comfort. 
(Sarah, interview) 
I think that it was less intimidating to have a peer observe me. Talking to 
somebody that is in the same situation, who is a little more sympathetic to what 
you are feeling right then and there (Anonymous questionnaire response) 
In my experience I would say the post-conference, in general, was different with 
all three people. I think the post-conference with your peer was much more 
informal in a way and much more of a chance to really go back and forth about 
ideas and ways you would have done things different, because you are much 
more on the same level so I think it was.. .probably the most comfortable setting. 
(Lynn, interview) 
But certainly with our peers I felt the most safe. We could joke about things. 
We all felt like we were at the same place. (Greg, interview) 
Certainly, there was recognition that peers were not determining their destiny at 
the conclusion of the teacher education program. Not only would the mentor teacher 
and resource person be recommending the interns for a teaching licensure (or not), but 
they would also be serving as a reference for the interns when they began the interview 
process for attaining a teaching job. The interns acknowledged the high stakes nature of 
teacher and resource person observations, particularly during the spring semester: 
Your peers aren’t grading you so if the lesson doesn’t go well, they don’t give 
you a grade. Your resource person and your mentor teacher are the ones that are 
going to sign off for your certification. So you know, my mentor teacher 
observed a lesson and it didn’t go well, and you know, a lot was riding on that 
lesson. It could mean I might not get certified. (Carol, interview) 
I was certainly very concerned about how I was coming off when my teacher 
observed me, and I knew that, especially on the videotape, she could rewind and 
look at the lesson again and that would make for even closer scrutiny.. .Certainly 
your peers are not going to sabotage you. Not that my cooperating teacher 
would necessarily sabotage me but it was a certain worry... (Ray, interview) 
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[Providing the sole exception in regards to peer comfort, Naomi indicated that 
initially she was more fearful of having her peers observe her than her teacher or 
■ —■— 
resource person. She was also the only intern to address the peer coaching process as 
an assignment, or something “to get out of the way.” 
First semester I thought it was the scariest thing ever. I didn’t mind being 
observed by my resource person, my teacher I did a little bit, but my peers were 
the scariest! This semester was totally different. Even with my peers... You 
know I would get a little nervous but last semester, when my peers came in I 
was so nervous and I think everybody was. And I think the feedback last 
semester, because it was a new experience, it meant more to me. This semester I 
felt like the peer conferencing was just something we had to get out of the way, 
to get done, and it wasn’t beneficial for me this semester. Last semester it was 
to get a sense of where I was in comparison to everybody else and I think for us 
to make ourselves feel better. When I went in to observe someone else. I’d see 
that they were having the same problems or were trying to do the same things 
that I was. Because coming from accounting, I thought for sure that other 
people knew exactly what they were doing and I was the only one way out in 
left field, so I think last semester it was more beneficial. (Naomi, interview) 
Shared Understand and Perspective. Peers had a shared understanding and 
perspective about teaching and learning. The peer coaching process appeared to 
reinforce the concepts and principles that the interns learned in their university 
education courses, and this common knowledge of constructivist theory and effective 
practice was drawn upon in reflection conferences with peers. Prior course knowledge 
seemed to provide the interns with common criteria for assessing their lessons. 
Comments such as the following evidenced this pattern: 
Peers could really see things from my perspective, and in conversation, I was 
able to say, “You know, remember in seminar a couple of weeks ago when we 
were talking about...” and they would have total understanding of what I was 
referring to. (Greg) 
Because in this program.. .we were all similar in terms of our experiences and 
our fears, and our beliefs about the classroom and teaching. (Emily, interview) 
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You could peer coach better than you could teach at first because you had the 
theoretical learning and we knew what type of teaching we were aspiring 
to... (Mark, interview) 
Peers Encouraged Self-Reflection. Either because they didn’t always feel they 
had the “right answer” or specific suggestions to propose, peers’ reflective 
conversations following a lesson would often encourage the interns to think through 
alternative strategies, as opposed to being presented with specific feedback from their 
mentor teacher or resource person. One intern suggested this deeper self-reflection 
might have come as a result of increased comfort level with his peers. By the end of the 
year, some interns also appeared fatigued with the process of self-reflection, and simply 
wanted to be told what went well with the lesson and what they could or should do 
differently the next time. Responses follow: 
My peers allowed for more self-reflection. I don’t think I felt like I didn’t get to 
self-reflect when I talked with other people. I was just maybe more comfortable 
reflecting with my peers. Although I never felt uncomfortable with [my 
resource person], so I guess it depends on the relationship and if someone has 
established themselves as being trustworthy and open to the process. 
(Anonymous questionnaire response) 
[My resource person and my teacher] had specific things that I could work on or 
I should work on, whereas with a peer, it was always, “Okay, what do you think 
you want to work on?” so it wasn’t really getting somebody else’s opinion, it 
was figuring it out for yourself and kind of just taking a guess ... (Naomi, 
interview) 
Peers Were Novices. Most interns relished collaborating and reflecting with 
their peers, and recognized the development of these skills as an essential goal of the 
peer coaching process. But they also acknowledged the neophyte status of their peers, 
and noted their mentor teachers’ and resource staff s superior competence level in the 
teaching field as being a substantive factor in supporting them as new teachers. The 
interns genuinely appreciated the specific guidance and helpful suggestions that these 
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experienced teachers could provide for them, and suggested that their mentor teachers 
and resource staff were influential in “pushing” them to develop further as a teacher. 
Comments included the following: 
I think with the resource person and the mentor teacher, they have so many more 
years of experience so they are more insightful and are able to pick up on maybe 
a couple of different things that a peer wouldn’t necessarily pick up because of 
our inexperience. So I think that just getting as many perspectives as you can is 
the best because you are getting so many different ideas, so many different 
experiences. (Sarah, interview) 
I think a lot was just experience. First semester we were all trying to figure out 
what we were doing and it was tough to really have the insight to give your 
peers the feedback they really needed because we were struggling with those 
ideas ourselves...And [my mentor teacher] was such an incredible resource that 
it would have been tough to learn from a peer the things I could learn from him. 
(Mark, interview) 
With your peers, they are kind of on the same level as you are and they might 
not have the same kind of insight that [resource people] might have so [the 
resource person’s]...feedback and comments and questions may be a little more 
probing, kind of push us a little further. (Elizabeth, interview) 
The reflection conferences with [my resource person and teacher] were just 
more juicy than with my peers. I think they observed more things and had more 
things to say about what I was doing than a peer could say. Because maybe my 
peers saw what I was doing but really didn’t see what I wasn 7 doing or what I 
needed to do in the classroom. (Naomi, interview) 
Resource Person 
Comprehensive Observations and Feedback. The resource staff s daily work 
was exclusively comprised of being observers and support providers to preservice 
teachers. As such, resource people had the time and exclusivity to become skilled at 
completing in-depth observations and facilitating reflective conferences. On the other 
hand, mentor teachers’ primary responsibility was to their elementary students, and 
% 
secondarily, to their preservice teachers. As such, they struggled to balance their time 
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between the classroom complexities that encompassed their lives with their additional 
responsibilities as teacher educators. 
McAllister and Neubert (1998) noted that time constraints often precluded 
cooperating teachers from encouraging their preservice teachers to engage in broad 
reflective thinking, or partaking in discussions where they provided their interns with a 
sense of their pedagogical thinking. They also suggested that some mentor teachers 
were not familiar with how to assist their student teachers to examine and reflect upon 
teaching and learning, and the assumptions they bring to the experience. Comments 
that support this supposition follow: 
[My mentor teacher and I] didn’t really sit down after a formal observation and 
have a whole lot to talk about it. She would just say, “Oh, it went fine, and 
here’s the data for you to analyze. But she was really great with informally 
giving me feedback. We were always talking... It was a constant conversation 
where I felt comfortable asking questions... She was very constructive if she 
had suggestions for me to change things. Part of me wonders though if she were 
a little bit worried about not wanting to hurt my feelings or discourage me, 
because she mostly [gave me] positive feedback throughout the year. (Emily, 
interview) 
I felt like I learned a lot from reading [my resource person’s] observation write¬ 
ups. I just felt like they were a lot more thorough and a lot more in-depth. I 
consider myself very reflective and I think that on the whole, I really think about 
what I did well and what I didn’t do well and what I could do next time and I 
will brainstorm for the next lesson that I plan. So I think that is one of my 
strengths. But [my resource person] would identify things that I never even 
considered. (Mark, interview) 
Valuable Feedback. The interns consistently noted the quality of the resource 
staff’s feedback, highlighting their insightful and objective guidance and 
recommendations. Possibly because the resource staff were not as familiar with the 
students and the classroom context, they were able to observe and critique more 
impartially than some mentor teachers. Resource staff also had the advantage of 
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observing in varying classrooms throughout the year, so they often had a plethora of 
resources to draw upon when providing specific suggestions or alternative strategies to 
guide the interns in their development. 
My resource person was always the most straightforward and provided the most 
beneficial feedback. She was so good at picking out strengths that I had and 
picking out things that I could work on, and did it in a way where I didn’t feel 
bad about it so I really valued her feedback. It was always just really right on 
the money and it always gave me insight, always. (Emily, interview) 
I think it is very dependent upon the relationship you have with your resource 
person and the relationship you have with your mentor. Because I know my 
first semester, I had a very different relationship with my mentor teacher than I 
do now. In the second semester I felt more comfortable with myself and more 
confident in what I was doing, so there are different dynamics. But I think that 
the resource person has a lot to offer, potentially the most valuable information 
as far as being very objective, having seen so many different styles and having 
many different ideas to pull from. I think you might gain the most from the 
resource person’s reflections and observations. For me, the mentor’s [feedback] 
was more like a reassurance that they thought I was doing okay. (Lynn, 
interview) 
[My resource person] always had a lot of ideas of ways that I could have 
changed [my lesson] and I really liked that and I don’t think [my mentor] was as 
comfortable projecting how he would have done it because I think he wanted me 
to work out how I wanted to do it. But I really liked that feedback whereas I 
think some other people may have been more comfortable being allowed to 
work it out on their own. (Hannah, interview) 
Facilitated Development of Teaching Standards. As the university 
representative, one of the resource person’s major roles was to observe and guide the 
interns toward attainment of the state standards for the teaching license. The interns 
seemed to feel this lent legitimacy to the resource person’s observations. One intern 
summarizes the difference between engaging in a reflection conference with their 
resource person in comparison to their mentor teacher: 
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The resource person is not just helping you analyze what you just did, but is 
steering you in a direction. I think they’re looking at [the program] expectations 
as well, so they helped me to see priorities and would have different thoughts 
about what to do next. Here is a perfect example... [My resource person] came 
to do an observation, and my mentor was there too. The lesson just tanked, the 
whole thing. It was partly because I was using a lesson right out of an 
established unit and didn’t realize how incomplete it was and how much more I 
needed to build on it. So the lesson tanked. I can always tell when things aren’t 
going well, that I didn’t lay enough of a base because there were so many 
questions that started to arise from the kids... So conferencing with [my 
resource person] afterwards, we really talked about scaffolding and kids’ prior 
learning. We took [the lesson] apart.. .and it was a real learning exercise... And 
then [my mentor] and I talked about the same lesson... We had a short 
conversation about the lesson and her focus was much more about picking up 
the pieces from the lesson and what the next steps for individual students would 
be, that kind of stuff. (Greg, interview) 
Mentor Teacher 
Valuable and Wide-Ranging Resource. The interns overwhelmingly endorsed 
the value of the informal discussions they engaged in with their mentor teacher, as they 
seemed to benefit from the spontaneity and the immediacy of this ongoing feedback. A 
common bond also developed between mentor and intern concerning the classroom 
environment, the students, and the curriculum for that particular classroom. There was 
a shared understanding about what constituted typical and uncharacteristic student 
behavior. Mentor teachers were often seen as the people who were most able to provide 
the practical, yet essential, suggestions regarding managing the behavior of twenty plus 
students. One intern noted that her mentor teacher provided more “holistic” feedback 
while her peers and resource person provided more lesson-specific feedback. The 
following are representative interns comments: 
I think it was a little different in that they were there everyday and you could 
have a lot more informal conversations on a day-to-day basis where you would 
learn a ton over time... Especially with [my mentor] this semester. I really, 
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really learned a lot from him. He was an incredible resource. I mean it was such 
a difficult classroom and.. .1 felt like he was one of the best teachers at 
classroom management. And.. .his lesson plans were all very creative. He was 
very good at getting the students hooked into a lesson by doing something fun in 
the beginning and.. .by the second half of this semester I was finally able to do 
that...(Mark, interview) 
Your mentor teacher knows the kids, and they see you on a daily basis. 
[Mentor teachers] have a different view because they’re aware of certain 
behavior problems or certain things that happen in the class. And they can also 
watch your progression more closely. (Emily, interview) 
The mentor teacher sees you all the time and can give you a different kind of 
feedback. I think while your teacher’s suggestions might not even be as specific 
as your peers, I think that the mentor is able to give feedback that applies to so 
many areas than you would see or that a peer would see. (Anonymous 
questionnaire response) 
They are able to tell if student behavior is typical behavior or if it is just because 
you are up there as the teacher, whereas if I am walking into somebody else’s 
classroom and the kids are nuts, I don’t know if they do that all the time or not 
and I might think, “Oh goodness, she has no control.” (Elizabeth, interview) 
The teacher knows the students better and they know the context of the 
classroom and the expectations for certain kids. The fact that a student has 
called out five times during morning meeting to an outside observer might seem 
obnoxious, but to me he’s having a great day and so sometimes I felt that things 
like that would come up in peer conference and I found myself having to explain 
something to my peer that my teacher already knew. I guess it’s good on the one 
hand to have a teacher who knows the students and can understand the context 
of things, so you can get quickly into important things like meeting the 
individual needs of students because the teacher knows the students’ needs and 
you can talk about how you did and didn’t do what. A peer really wouldn’t do 
that and a peer might say, “Why did you spend two minutes with this student 
and a half hour with this student?” (Lynn, interview) 
Feedback Viewed as High-Stakes. Two male interns noted the high stakes 
nature of their mentor teachers’ comments and the implications of these statements to 
their future as teachers: 
Your mentor has some stake in determining the course of your semester, if not 
your life. In terms of feedback, you know, the cooperating teacher is the person 
you are with every day and in my case, she knew everyone in the room really 
well and knew exactly what was going on, so when I got positive words from 
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my mentor, that was the most positive. When I got negative words, they were 
also the most negative... I paid attention to everybody’s responses but those I 
really, really paid attention to. And.. .my mentor’s feedback was the most 
worthwhile, as far as giving me specifics about what I should be doing 
differently or better or well. As far as giving me some self-confidence and 
learning that I am a new teacher and there are other new teachers who stumble 
along and have some successes and some failures, that was where the peer 
coaching was great. (Ray, interview) 
I always felt it was most important to be conferencing with... my mentor 
teacher. I felt that they were looking the most closely and I wouldn’t want to 
feel like I was failing in their eyes. But I also felt like there was more at stake. I 
worried more about their negative comments or comments with negative 
connotations. (Greg, interview) 
Results of the interns’ rating on one Likert scale item of the questionnaire 
revealed that, regardless of the observer, the interns had a positive perception of 
observation and feedback in terms of improving their teaching. Table 4 provides the 
results to the following statement: “Rate the degree to which the your Peers’, Mentor 
Teacher’s, and Resource Person's feedback was helpful in improving your teaching 
ability this semester.” The resource person was considered to be the most influential 
with 10 out of the 10 interns indicating that their resource person was either very 
helpful or helpful in improving their teaching ability. Mentor teachers followed with 8 
of the 10 interns representing their mentor teachers as either helpful or very helpful, and 
2 indicating neutral feelings in regards to their mentors’ feedback. Lastly, 7 of the 10 
interns rated their peers as either helpful or very helpful in improving their teaching, 




Rate the degree to which your Peers’, Mentor Teacher’s, and Resource Person's 
feedback was helpful in improving your teaching ability this semester 
Peers Mentor Teacher Resource Person 
Level Frequency Frequency Frequency 
Very Unhelpful 1 
• 
Unhelpful 
Neutral 2 2 
Helpful 3 1 2 
Very Helpful 4 7 8 
Total 10 10 10 
In summary, the interns in this inquiry reported a different learning experience 
from their peers that was distinct but complementary from what they learned from their 
mentor teachers and resource staff. Peers were supportive colleagues who shared 
similar perspectives on teaching and learning, and provided the interns with the most 
comfort while they were being observed. But peers were also novice teachers who 
could not support the interns’ development to a comparable degree as that of mentor 
teachers or resource staff. Mentor teachers and resource staff were viewed by the 
interns as valuable resources whose superior competence in teaching allowed them to 
provide quality feedback and specific suggestions that challenged the interns to be more 
effective teachers. 
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Research Question 7 
What effect does a peer coaching process have upon preservice teachers’ 
attitude and interest regarding future collaborative practices? 
Interest Regarding Future Participation 
The majority of the interns suggested interest in participating in a peer coaching 
or other collaborative process as inservice teachers. Table 5 displays the responses to 
the interns’ overall reaction to the peer coaching process. 8 of the 10 interns indicated 
that they experienced either a good or excellent reaction to the peer coaching process. 
One intern suggested a neutral experience while one intern felt it was a very poor 
experience. 
Table 5 
Rate your overall reaction to the peer coaching process 
Frequency 
Very Poor Experience 1 
Poor Experience 
Neutral Experience 1 
Good Experience 4 
Excellent Experience 4 
Total 10 
When asked the question, “Would you be interested in engaging in a peer 
coaching process next year as an inservice teacher, five of the ten interns responded 
affirmatively with seemingly few or no reservations. They appeared to recognize the 
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value of a peer coaching process as a type of ongoing professional development. 
Several interns’ comments follow: 
I know how isolating teaching can be. I definitely would like to engage in peer 
coaching next year or some kind of a mentoring program where you can see 
other people’s lessons and they can come see yours.... As a new teacher, it’s 
going to be a challenging and stressful year so I would definitely like that 
feedback because you want to continue growing. And I feel the more people 
you have giving you feedback, or if you have even just one person giving 
feedback, at least you are growing, whereas if you are all by yourself, you are 
still growing but... I guess it’s like a graph; you grow a little, but if you were 
engaged in peer coaching, hopefully there would be sharper growth. I don’t 
want to feel isolated. I really don’t. (Carol, interview) 
I would definitely be interested in [peer coaching]. As a new teacher, just to get 
that feedback from someone else and just to have the opportunity to go into 
someone else’s room to see what they are doing. I definitely think that I would 
jump at that opportunity. I think because of this process, I am more apt to ask 
somebody to give me feedback on my teaching and like the first time that I was 
observed, I was really nervous and uncomfortable and said, “Oh, I don’t want to 
do this.” You know, I felt really intimidated by the whole thing but now, the 
more people in the room to give you some feedback. ..that is great; it just really 
stretches the mind and really starts getting me to think about new ideas that I 
could incorporate into my classroom. (Sarah, interview) 
I think if I am really struggling as a teacher in future years. I’d feel comfortable 
saying to someone, “Would you just come in and see what you think about this 
situation?” I feel somewhat empowered to go into a school next year as a 
beginning teacher and say, “We had this really neat thing going on in my teacher 
ed program where we would observe each other using these formats and kind of 
share it with other people and they can take it and turn into whatever they want, 
what makes sense to them. I think it’s just a skill that I have, a skill I have to 
share that maybe other people don’t have that I can kind of pass on as a tool for 
other teachers. (Emily, interview) 
I think my teaching experience would have been totally different without peer 
coaching. I think you got to see more, you got to hear other ideas and I think 
that is the whole idea about teaching is to collaborate and to get someone else’s 
ideas that build on your own and see what works and see what doesn’t.... The 
peer coaching is very, very good. (Lynn, interview) 
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While two interns appeared interested in participating in a peer coaching process 
as an inservice teacher, they were realistic about the possibilities of this actually 
happening. They rightfully acknowledged the dearth of existing peer coaching models 
in most school systems, and struggled with whether as new teachers, they would be able 
to initiate a peer coaching component into their schools. But these interns also 
recognized that they might be able to incorporate some dimension of this collaborative 
process into their teaching day, perhaps through a relationship with a district mentor, 
another new teacher, or a special educator who worked within their classroom. Their 
comments follow: 
I have become so accustomed to this type of interaction with my peers., .and I 
worry that once I am in the real world of teaching that I won’t have the structure 
that the program provided for the peer observations, and I also don’t think 
teachers naturally relate to one another in this way. There are so many other 
things that a teacher has to do... You can try to make time on your own [for 
peer observations] but there are so many demands, that unless it is required, it is 
really not going to happen that frequently. I think I will really miss it... I think 
about the relationship that [my mentor teacher] had with [the special education 
teacher] and when they met, how they would talk about the classroom. I think 
that’s the model for professional dialogue that you want to have... Really 
supporting each other for better instruction, for better students... And I think it 
comes from both people - the mutual respect and acknowledgement of each 
other’s expertise. (Greg, interview) 
I’m delighted that peer coaching is in my arsenal, but I wonder, “Will I ever do 
this again?” or did I do this only to fulfill a program requirement... Well I 
certainly hope I have some other teacher to talk to. I saw [my mentor teacher] 
and [a first year teacher] bounce stuff off of each other, and they aren’t 
necessarily observing each other but they would talk about what they were doing 
and that was clearly very valuable for [the new teacher] and probably for [my 
mentor teacher] too, in that it probably refreshed her instruction. So, if I go to a 
school where I am new, I hope there is somebody else.. .that is new... I 
probably wouldn’t find a whole lot of time to observe or be observed by but I 
could say, “Here is what I did. What do you think I can differently? I certainly 
don’t want to be stuck in a room by myself. (Ray, interview) 
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In response to the same question about future interest in peer coaching, one 
intern expressed concern about finding a colleague that she could establish a trusting, 
comfortable, and meaningful relationship with. Her comments follow: 
I think as a new teacher, there is going to be so much that comes up, that I don’t 
know... You get caught up in all these millions of things when you are a 
teacher. And I think you can lose sight of little things and I think it is nice to 
have someone who is constantly there and talking to you about what is going 
well and also what I might need to think about. Being young and a new teacher, 
I guess I would want someone that I would feel comfortable with, but if you 
could find someone that you trust and that you felt that what they said is 
meaningful... than I would want to have peer coaching. (Elizabeth, interview) 
Ambivalence Regarding Future Participation 
Two interns adopted a more tentative position when asked the question about 
future use of a peer coaching process. One expressed the feeling that he was by nature a 
self-reflective person and would experience more value from an engagement in 
dialogue with another teacher rather than a reciprocal peer coaching process. He also 
reiterated his belief that he learned best from observing another teacher’s classroom 
versus having someone observe him. His comment follows: 
I think I would be totally neutral about [peer coaching]. I know I wouldn’t 
actively pursue it, but I know I wouldn’t refuse somebody that wanted to come 
in to observe me. I think it serves a purpose.. .and it would probably be valuable 
but I would be lying to you if I said I’d go to my school and ask someone to 
observe me because I would be more apt to want to observe someone else. For 
me personally, I just feel that I am pretty honest about what goes on and what 
doesn’t go on in my classroom. If I feel that there is something that is lacking, I 
acknowledge it and I try to correct it and if I can’t correct it, at that point maybe 
I would actively pursue [peer coaching] but...I think my first line of attack would 
be to discuss it with somebody and bounce ideas off them, come up with their 
strategies because obviously they would have a lot more experience than I 
would. Maybe observe their classroom but for me, I don’t feel that the initial 
solution would be to be observed. (Mark, interview) 
130 
Lastly, an intern articulated her belief that she would be interested in engaging in 
a more “real world” collaborative process than what the peer coaching process had 
provided for her. Her comments follow: 
My whole relationship with Hannah was more real life than just doing it for an 
assignment. Even though it was nice to talk with other peers during [the peer 
coaching], having to complete the peer coaching, fitting it in, and having to find 
time to do the post conference was really hard. But when I think about my 
conversations with Hannah, [my mentor teacher], and the special ed teacher who 
was right around the comer, I did learn so much and I got so many ideas from 
them. (Naomi, interview) 
In summary, the majority of the interns expressed positive feedback regarding 
their overall reaction to engaging in a peer coaching process during their teacher 
education program. Approximately half of the interns indicated they would be 
interested in participating in a peer coaching process during their inservice years. 
Others expressed interest but had reservations as to how feasible or realistic a peer 
coaching process might be for a beginning teacher in a new school system. Finally, two 
of the ten interns expressed discomfort with a peer coaching process, and seemingly did 
not appear to find the process compatible with their learning style. 
Summary of Findings 
The findings of this study suggest that a peer coaching process implemented 
during the student teaching experience can provide a valuable and viable component to 
a teacher education program. Results based on the data received from the peer coaching 
summaries, anonymous questionnaires, and in-depth interviews attest to the numerous 
benefits the interns received from this process. Having the opportunity to interact with 
peers who were going through similar experiences provided immense affective support 
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for the interns as they progressed through their practicum experiences. The peer 
coaching process also provided the interns with opportunities for professional and 
collegial reflective interactions, some of which were centered on inquiry into the craft 
of teaching. As other research studies have noted (Hudson et al., 1994; Miller et al., 
1991; Morgan et al., 1992; 1994; Peterson & Hudson, 1989), the interns in this study 
were able to use the peer observation process to increase their teaching effectiveness by 
adding to and refining their pedagogical skills. The peer coaching experience offered 
additional support and feedback than that provided by the mentor teacher and resource 
person, with the interns presenting evidence that what they learned from peers was 
different but complementary from what they learned from their mentor teachers and 
resource staff. While most of the interns’ perceptions of the peer coaching experience 
were generally positive, they also were able to offer specific suggestions for improving 
the process. 
This chapter presented the research findings and discussion of the data. The 
following chapter provides the conclusions and implications of this study as well as 
future research considerations for teacher education programs. 
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CHAPTER 5 
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
Teachers andfuture teachers who learn to work col laboratively and in a spirit of 
solidarity in their teacher education programs will be better prepared to help change 
schools to become more equitable and caring places for students of all backgrounds. 
Nieto (2000, p. 185) 
Introduction 
The present study provides descriptive information on the nature and effects of a 
peer coaching process with graduate interns during their student teaching experience, 
and specifically identifies the ways in which a peer coaching process affected preservice 
teachers’ reflective and instructional practices, and their acquisition and development of 
collaboration skills. To date, the majority of existing research on peer coaching has 
focused on inservice professional development. This investigation contributes to the 
literature on peer coaching by strengthening the credibility and efficacy of this approach 
with preservice teachers. 
More specifically, this study addressed the following questions: 
1. In what ways does a peer coaching process influence preservice teachers’ 
abilities to plan, teach, and reflect on their instruction and student learning? 
2. How do preservice teachers experience their different roles of coach and teacher 
in a peer coaching process? 
3. What specific contributions do preservice teachers provide for each other as they 
learn to teach? 
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4. What difficulties or limitations do preservice teachers report in using a peer 
coaching process? 
5. What recommendations do preservice teachers suggest to make the peer 
coaching process a more valuable experience? 
6. To what extent do preservice teachers report a different learning experience 
when being observed and coached by peers as compared to being 
coached/supervised by mentor teachers or resource staff? 
7. What effect does a peer coaching process have upon preservice teachers’ 
attitude and interest regarding future collaborative practices? 
The findings of this study, which were based on the data received from 
anonymous questionnaires and in-depth interviews with ten interns, and information 
garnered from over sixty of their formal peer observation summaries (six summaries per 
intern over the course of two semesters), suggest that a peer coaching process can 
provide a valuable component to a teacher education program. While the inclusion of a 
peer coaching process compliments the philosophical and pedagogical underpinnings of 
the Constructivist Teacher Education Program at the University of Massachusetts, other 
teacher education programs may find such a process more difficult to implement. The 
results of this study should therefore be viewed and interpreted as unique to this specific 
teacher education program. 
The following four factors appeared to contribute to the successful 
implementation of a peer coaching process within this teacher education program: 
1. Overall opportunities for collaboration were an integral component of the 
teacher education program. 
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2. Cohorts of interns were placed in only two sites, one of which was an urban 
setting. 
3. Structured preparation was provided in the peer coaching process. 
4. The peer coaching process was a required program component. 
Opportunities for Collaboration 
The centerpieces of the Constructivist Teacher Education Program are 
collaboration, collegiality, and an inquiry orientation. The intern participants in this 
study were provided with early and frequent collaborative opportunities to discuss 
classroom experiences, course readings and assignments. The interns often read and 
provided written feedback to each other’s assignments including selective journal 
reflections and lesson plans. From the program inception, the interns appeared to enjoy 
the opportunity to learn from one another and seemed invested in being part of a 
professional learning community that emphasized mutual respect and support and the 
sharing of ideas on teaching and learning. 
Cohort Placement in Two Practician Sites 
The placement of the interns in only two sites allowed for a cohort of preservice 
teachers within each school, suggestive of, and laying the foundation for, an educative 
community at the inservice level. Situating one of these practicum experiences in an 
urban school environment serving low-income students also increased the potential for 
the interns to experience critical dissonance when examining their instruction and 
student learning within two very dissimilar locations. The researcher surmises that this 
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discord would sometimes be a catalyst for the interns to seek out their peers for 
emotional support and instructional assistance. 
Structured Preparation in the Peer Coaching Process 
The teacher education program provided structured preparation in the peer 
coaching process prior to its implementation to ensure that the interns and resource staff 
clearly understood the process. Training in observation skills, the use of data- 
collection tools and strategies to provide reflection conference feedback were provided 
during two initial seminar sessions. Subsequently, the resource staff offered ongoing 
guidance to the peer coaching process by providing consistent and specific written 
feedback to the interns’ formal peer observation summaries. In effect, the resource staff 
“supervised” the interns by assisting these prospective teachers in their discussions and 
analyses of their teaching with their peers. The teacher education program directors 
also obtained evaluative feedback of the peer coaching process several times throughout 
the year, and made modifications as necessary to ensure a more successful 
implementation of the procedure. 
Peer Coaching as a Required Program Element 
Lastly, the peer coaching process was a mandated program requirement for all 
preservice teachers in the teacher education program. It was embraced by mentor 
teachers who supported its implementation in the practicum sites. Importantly, the peer 
coaching process was closely linked to one of the interns’ university courses. 
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Conclusions 
As a result of analyzing the findings of this study, the following conclusions 
regarding the topic of peer coaching can be drawn. A peer coaching process assisted 
preservice teachers in developing collaborative and professional relationships with 
colleagues. Structuring a teacher education program to include opportunities for 
collaboration can enhance the probability that preservice teachers will engage in 
reflective practice on teaching and learning within a supportive community. The interns 
used the peer coaching process as an opportunity to connect with their colleagues, to 
discuss newly acquired teaching tasks, to determine what their peers were doing and 
how they were progressing and to cope with the countless concerns of teaching. There 
was a shared empathy between interns who held the same professional status, 
knowledge base and level of discourse, and who were simultaneously involved in a 
parallel experience. The interns appreciated the opportunity to observe and analyze 
teaching episodes with a person who was not responsible for assigning a grade for their 
teaching. As the survival needs and affective concerns of the interns were met, they 
appeared to focus less on themselves and more on the effectiveness of their instruction 
in relation to students’ learning. 
The peer coaching process expanded reflective opportunities for preservice 
teachers. The process helped the interns to recognize the importance of developing 
ongoing reflection as a professional habit while also encouraging them to view 
themselves as lifelong learners - from preservice teacher to retirement. Peer coaching 
served as a vehicle for both the intern teacher and the peer coach to analyze and reflect 
on teaching episodes with the goal of instructional improvements. Reflection was a 
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product of peer observations and peer discussions. Reflection occurred as the interns 
viewed a peer teaching a lesson and then thought about how the same skills or methods 
could be used in the coach’s classroom, in light of their own teaching practice. 
Theoretical discussions occurred during peer conferences as the interns recalled content 
from teacher education courses that informed the teaching episode being discussed. 
The interns used the focused data and professional dialogue received in the reflection 
conference to examine the implications of their practice, monitor the efficacy of their 
instructional adaptations and plan future educational activities. 
The peer coaching process encouraged preservice teachers to explore inquiry as 
a means of professional development, which allowed the interns to find explicit 
answers to relevant questions regarding their individual instruction and student 
learning. During the reflection conference, the interns had to identify an instructional 
or student problem, propose potential causes that might explain the problem and 
articulate strategies that might address the source of the problem. The interns extended 
their understanding of teaching and learning for themselves and for their peers when 
they struggled to make explicit their perceptions regarding classroom problems and 
tentative solutions. This type of reflection forced the interns to engage in dialogue 
beyond the often times spontaneous emotional interpretation of a classroom challenge. 
Peers served as both a sounding board and a reality check as the interns’ thinking 
processes became more rigorous, complex, and reflective. This procedure usually 
involved a mixture of the intern coach questioning the intern teacher (Have you tried 
this?) and offering ideas from their own experiences (Would this work in your 
situation?). This was a process of inquiry versus a process of giving advice. Peer 
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coaching encouraged the interns to become active learners who collaboratively sought, 
assessed, and applied new knowledge to their classroom instruction. 
The peer coaching process provided experiences for the preservice teachers in 
focused observation and data collection. The interns learned to systematically study 
and reflect on their developing teaching practice by using observation techniques that 
allowed them to gather, organize and depict detailed information about complex 
teaching and learning behaviors, and receiving data-based critiques of their professional 
skills. Specific dimensions of classroom life often elude teachers who are unaware of, 
or can’t recollect detailed information in the fast paced, complex, social environment of 
a classroom. Using a well-defined data based observation system to carefully focus on 
actual classroom events and particular teaching methods allowed the interns to 
accumulate rich detailed information about the classroom settings and instructional 
practices of themselves and their peers. 
The peer coaching process enhanced or supplemented the traditional supervisory 
functions of the university resource person and the mentor teacher. Each member (peer, 
resource person, and mentor teacher) had a distinct but important role, which provided 
the interns with a unique perspective on the teaching and learning process. The interns 
contrasted the assistance they received from their peers, their mentor teacher and their 
resource person in several different ways. Peers were encouraging colleagues who 
offered recognition for good teaching while providing increased opportunities for 
engagement in shared dialogue and collegial problem solving. The interns were most 
comfortable when being observed by a peer, which enabled greater risk taking in the 
development and implementation of their lessons. Additionally, the ongoing nature of 
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peer coaching in concert with the clinical supervision cycle extended the teacher 
education process by providing these novice teachers with a wider repertoire of teaching 
styles and methodology to draw upon. 
Mentor teachers were valued by the interns for their knowledge of grade level 
and district curriculum but more importantly for their familiarity with the students, their 
background and behaviors. When the interns were experiencing behavioral issues with 
students, they initially approached their mentors for ideas and strategies. Mentor 
teachers shared their rules, strategies and procedures from their many years of 
experience and were available to assist the interns on a consistent basis. They also 
played the primary role when the interns needed to adapt material and methods to 
particular students or to get a better understanding of how their teaching actions were 
being received by students. 
In contrast, the resource person was viewed as a vast source of input related to 
specific pedagogical knowledge. The resource person also helped the interns to 
navigate the demanding requirements of the teacher education program, and continually 
encouraged the interns’ developing progress towards their individual goals and state 
standards for licensure. 
Peer coaching seemed to be most helpful to the students who recognized the 
broad potential of the process - that learning occurs not simply from the modeling and 
supervision of experts but from the interaction and reflection with peers. Naomi was an 
intern who reported few specific benefits from the peer coaching process. She offered a 
useful reminder to this researcher of the many ways people, including interns, learn, and 
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to the importance of providing adequate attention to each individual’s experiences and 
interaction styles which may be key to their learning. 
Although the majority of the interns in this inquiry reported the peer coaching 
process to be valuable, Naomi was an intern who appeared to view it as only an 
assignment to complete. She seemed to nest any appreciation that she felt for the 
process within the function of providing feedback to a peer who seemed “in need.” 
Perhaps the peer coaching process would have been more useful to her if she had 
struggled with certain aspects of teaching, but in general she was an extremely 
proficient preservice teacher. Prior to entering the teacher education program, she had 
worked in a highly competitive business environment, and for the entirety of her 
preservice program, appeared to struggle with investing herself in many of the more 
collaborative aspects of this university program. She often appeared uncomfortable 
sharing her written assignments with her peers and regularly expressed concerns with 
the attainment of a good grade. She went on to secure a teaching position in a 
challenging urban classroom and from initial reports, appears to be an outstanding 
beginning teacher. 
Mark was an intern in this study who suggested he benefited most from the 
observation component of the coaching process, and reported little value from being a 
recipient of the process. He described great anxiety in being observed by anyone, and 
felt his instruction during an observation wasn’t representative of his overall teaching 
competence. He compared the experience of being observed to “a hamster running on a 
wheel for all to watch.” During his interview, Mark spoke of being very nervous 
throughout his high school and undergraduate programs when having to give class 
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presentations. On the other hand, he reported valuing the experience of observing in a 
peers’ classroom and engaging in a reflection conference afterwards. As with Naomi, 
Mark served as a reminder to the unique ways that individual students learn and 
develop, and that not all aspects of the peer coaching process were valuable to all 
interns. 
Specific guidelines around a post-observation reflection conference, including 
the completion of a formal observation write-up, appeared to encourage the intern pairs 
to engage in meaningful discourse following a peer observation. These reflection 
conferences centered around analyzing and reflecting on specific data, identifying 
lesson strengths, and determining alternative strategies. However some interns also 
reported the desire for more honest and/or critical feedback from their peers. They 
valued the thoughtful suggestions and differing ideas that came more readily from then- 
mentor teachers and resource person, and felt less satisfied receiving mostly positive 
feedback from their peers. It appears that the peer coaching process could have been 
more valuable for these interns if prior training had been given in strategies for 
delivering critical but constructive feedback to peers. As a result of the interns’ 
feedback to this study, the program is now allocating seminar time to debrief with the 
interns following their initial peer coaching experience. During this follow-up seminar, 
the concepts of peer coaching are reinforced and the interns are encouraged to ask any 
clarifying questions regarding the process. The interns also view a videotape of a 
former preservice teacher and role-play a reflective conference in pairs. During this 
role-play experience, the interns practice posing appropriate questions that might 
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challenge their peers’ thinking or delivering feedback comments in a manner that offers 
constructive criticism in a respectful way. 
One of the most powerful aspects of the peer coaching process was that it 
encouraged preservice teachers to view themselves as professionals in charge of their 
own and their colleagues’ learning, working together for the purpose of mutual 
professional development. The peer coaching process allowed the interns to actively 
participate in determining the goals for their professional growth, present and share 
information in a professional and productive way, and build on their sense of teaching 
and learning as collaborative processes that require interaction and reflection with 
others. The interns saw themselves as being capable of reflecting upon their strengths 
and needs, and able to work with colleagues to determine how best to address their 
perceived needs. In addition, engaging in a peer coaching process assisted these 
preservice teachers to assume early in their practice the responsibility for not only their 
own, but their colleagues’ professional development. This is consistent with the 
knowledge and skills that are necessary for teachers to become collaborative and 
reflective professionals who are capable of being effective agents of change in our 
schools today. 
The peer coaching process may provide preservice teachers with a useful tool for 
future practice. The immediate impact of the collaborative, reflective and teaching 
practices of the interns involved in this peer coaching process seems apparent from the 
results of this study, yet the question remains as to whether these program graduates 
will continue to practice these skills once they enter their own classrooms. Will a peer 
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coaching process alleviate future teachers’ discomfort with being observed and 
obtaining feedback on their instruction, and increase their desire for supportive dialogue 
and reflection? Clearly, beginning teachers who are equipped in their teacher 
preparation program with the knowledge, skills and disposition to collegially and 
critically examine their practice and that of their colleagues, and to view collaborative 
and inquiry practices as the expected norm will be more likely to engage in similar 
practices at the inservice level. 
Implications 
Teacher Education Programs 
The findings and conclusions of this study suggest several implications for 
modifications in the content and practices of teacher education programs: 
1. Thoughtful and guided interaction with peers should be a significant 
component of a preservice teacher preparation program so that collaboration, reflection 
and inquiry are instilled as career-long habits. Preservice teachers who participate as 
thoughtful and critical members of a preservice cohort and who engage in analytical and 
reflective conversations about their teaching and the outcome of their instructional 
practices will be primed for this type of collaboration in their K-12 school systems. It 
will also increase the likelihood that these beginning teachers will create such learning 
communities within their future classrooms. Teachers who engage in life long learning, 
collaborative practices and constant inquiry will hopefully become models of these 
attributes for their students. A peer coaching process is a worthy model for encouraging 
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this type of collaborative interaction that would not require additional expense to the 
financial situation of colleges or universities. In fact, the addition of a peer coaching 
component to teacher education programs may increase the intensity and therefore the 
quality of preservice teachers’ supervision. 
2. Teacher education practicum experiences and supervision models need to 
focus on the development of preservice teachers’ collaborative, reflective and inquiry 
skills. Teacher preparation field experiences will only be enhanced if they reflect a 
more collaborative organizational structure as opposed to a traditional, hierarchical 
configuration. The results of this study suggest the importance of preservice teachers 
spending less time in individual classrooms learning to teach and more time as 
participant observers within a variety of classrooms. As such, practicum experiences 
would consist of not only modeling a single cooperating teacher, but also opportunities 
for preservice teachers to observe various teaching and learning events and discuss 
issues that arise from these new understandings. Rather than focusing only on the 
technical aspects of teaching, preservice teachers within a more inquiry-based 
practicum experience would reflect on the underlying assumptions of their instructional 
practices, which would also enable them to expand upon their thinking regarding the 
role of a teacher (Zeichner, 1992). 
3. To prepare collaborative, reflective and inquiry-driven teachers, supervisory 
models and roles would also require transformation. Outdated and inspectoral models 
of supervision that rely heavily on evaluative practices would no longer be suitable in 
practicum experiences established within the framework or paradigm of collaboration. 
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Alternative supervisory approaches such as peer coaching could assist teachers in 
establishing professional learning communities where classroom instruction was 
collaboratively investigated and critical reflection promoted. In a coaching process, 
the intern “teacher” learns to set goals, identify lesson strengths, and problem-solve 
alternatives, while the intern “coach” learns to question and seek elaboration or 
explanation in a professional way and to give feedback that is specific and helpful to a 
colleague. A peer coaching process suggests supervision that works with teachers, not 
on them, and is not viewed as assisting ineffective teachers, but as a means of providing 
ongoing professional development for all teachers. 
4. Teacher education programs can assume greater responsibility for 
educational reform by helping to prepare teachers who will be change agents of 
\ 
educational and social improvement. Virtually all contemporary school reform 
advocates describe the creation of a collaborative school environment as an essential 
factor for successful school improvement initiatives (Darling-Hammond, 2000; DuFour 
& Eaker, 1998; Fullan, 1993; Levine, 1996; Nieto, 2000; Zeichner, 1996). 
Unfortunately, the tradition of teacher isolation in most school systems is so deep- 
rooted that promoting significant collaboration is a momentous challenge. The 
prevailing culture of schools perpetuates the myth that competent teachers rarely ask 
questions or appear uncertain about their instruction or methodology (Lortie, 1975). 
Strong norms of autonomy and privacy abound in most school systems. 
Nonetheless, schools of education need to prepare preservice teachers for 
schools as they should be and not as they currently are. Teacher education programs 
need to provide appropriate direction to preservice teachers so that they assume early in 
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their practice the responsibility for constructing their professional development in 
partnership with their colleagues. A peer coaching process provides the kinds of skills 
needed for classroom teachers to become self-directed and reflective professionals who 
are more suitable to the emerging role of teachers as powerful participants in the 
decision-making of schools, and as key components in the efforts to reform education. 
Future teachers who are capable and comfortable sharing in the assessment of 
themselves and their colleagues’ instructional performance will surely emerge as 
stronger participants in school-wide leadership roles. 
5. Teacher education programs need to prepare preservice teachers to work 
successfully in high poverty schools. Practicum sites in urban environments and high- 
poverty schools provide experiences for preservice teachers in working with students 
who have significant social and educational challenges, while also demonstrating a 
commitment on the part of teacher education programs to produce teachers who have 
the necessary skills, knowledge and commitment to educate all students, not just 
students from middle class or affluent backgrounds. Preparing preservice teachers 
within urban settings may also impact the overall placement and retention of teachers in 
these challenging settings, as these teachers are more inclined to seek employment in 
urban environments, and have lower attrition rates during their first few years of 
teaching (Abdal-Haqq, 1998). 
Preservice teachers need practicum experiences in school districts where their 
struggles to develop and put into practice collaborative peer relationships and critical 
inquiry will be both appreciated and enhanced. Oakes and colleagues (2002, p.231) 
believe teachers in urban settings “must grapple with the failure of many instructional 
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techniques to engage students of color, and.. .must learn to work collectively to move 
beyond this impasse.” Oakes posits that preservice teachers prepared for urban settings 
need to develop competencies to become effective information gatherers, hypothesis 
builders and experimenters, while also learning to engage in dialogue around the 
intersection of educational theory with the teaching practices in urban schools. The use 
of a peer coaching process could offer the specific technical and collegial structure 
necessary to support preservice teachers (and inservice teachers) within urban settings, 
assisting them to surmount the numerous barriers, while also building on the challenges 
and possibilities that these sites have to offer. 
K-12 School Systems 
The findings and conclusions of this study suggest several implications for the 
content and process of K-12 school systems: 
1. K-12 School districts can play a significant role in creating policy that values 
and supports collaborative professional development for teachers. With an influx of 
new teachers, the trend toward statewide standards, and growing demands for 
educational excellence and equity, it is critical that more focus and consideration be 
provided for professional development strategies for teachers. The Carnegie Task Force 
on Learning (1996) suggested that effective, well-formulated professional development 
experiences holds the key to enabling teachers to meet the growing demands that 
standards imposes upon them. 
There is mounting evidence that high-quality, focused professional development 
can raise student achievement; indeed, helping teachers master effective 
practices is one of the best investments that taxpayers can make in children’s 
learning. (P.89) 
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The Carnegie Task Force proposed that U.S. school districts increase the funding 
provided for professional development from the less than 1% that is currently spent to 
the 8-10% that most corporations and school systems in other countries spend. Unlike 
their counterparts in many European and Asian countries, most U.S. teachers have 
almost no regularly scheduled time to consult together or to learn new teaching 
strategies. The Task Force also suggested that school districts design professional 
development that is closely and consistently tied to a plan for strengthening teaching 
and assisting children to meet high standards. They stress that teachers should be 
involved in the design and evaluation of professional development so that is geared to 
their own continuing education while also being relevant to their specific students’ 
instructional needs. The Task Force recommended that teachers be given both informal 
time for instructional conversations, as well as involvement in formal approaches such 
as peer coaching and action research. 
Little’s (1982) classic ethnographic research suggested that successful schools 
(as defined by standardized achievement scores) could be distinguished from 
unsuccessful schools in part by the extent to which the teachers engaged in 
collaborative and collegial practices. Rosenholtz (1989) work suggested similar results. 
She postulated that teachers in more effective schools found ways to share instructional 
ideas and educational materials and worked with their peers in order to facilitate 
students’ achievement. In contrast, teachers in less effective schools seemed to avoid 
professional collaboration with their peers and did not appear to use their colleagues as 
resources to solve instructional problems. 
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Restructuring schools to support collaborative professional practices is a 
monumental task. Tradition and status quo within the educational hierarchy often 
make it difficult to change the structural and attitudinal barriers to collegial work in 
school settings. The isolation of teachers is such an ingrained part of the culture of 
schools that as Dufour and Eaker (1998) and Johnson (1990) noted, collaboration by 
invitation might not be sufficient. Even when provided with release time for 
collaboration with their colleagues, teachers are sometimes reluctant to take advantage 
of the offer. Moreover, many teachers, busy with the excessive demands of the school 
day and inured to the current structural system, are not interested in taking on the 
sometimes additional responsibilities that are necessary for sustained school 
improvement. 
Building professional learning communities in schools will only occur by 
systematically embedding collaborative opportunities into the school day. Johnson 
(2001) suggests several factors that will permit and promote greater collaboration and 
interdependence among educators in schools: teachers who are trained to be collegial 
and open as opposed to self sufficient and cautious; organizational norms that provide 
innovative ways to create collaborative time for teachers; serious and sustained 
interaction that legitimizes collaborative time with colleagues; and administrators who 
provide encouragement and accommodation, such as finding substitutes for teachers 
who want to observe in colleagues’ classrooms. The prevailing school culture and the 
extent to which it supports or hinders collaborative professional development remains 
an inherent dilemma. Increasing collaborative professional opportunities for teachers - 
such as those that a peer coaching process might offer — could provide an avenue for 
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improving not only the work place conditions of teachers but overall school 
improvement leading to educational reform. 
2. K-12 School districts can play a significant role in creating policy that 
addresses the needs of beginning teachers. According to the Report of the Carnegie 
Task Force on Learning in the Primary Grades (1996), approximately thirty percent of 
teachers leave the profession in the first five years of teaching. Addressing the growing 
need of teacher shortage lies not simply in providing more attractive recruitment 
policies, but in providing ongoing and specific support for new teachers within school 
sites. For it is in schools where teachers find job achievement and satisfaction and 
where they ultimately decide whether or not to remain in the classroom. In 
interviewing first and second year teachers in Massachusetts schools, Johnson (2002) 
found that many new teachers felt their schools did not provide the much needed 
encouragement and guidance that they desired in their critical induction years. The 
teachers in this study reported receiving little direction about instructional content and 
materials, and were provided with no coherent, long-term plan for meeting students’ 
individual needs and learning objectives. “Our respondents yearned for ongoing 
observations and feedback, but classroom visits by colleagues and administrators were 
rare.” (Johnson, 2002, p.2) 
Comparing teacher induction programs in the United States with those in Japan 
presents a stark contrast. Japanese schools nurture new teachers and capitalize on 
opportunities for them to interact with other teachers. New teachers are given at least 
two periods a week to observe and be observed by other teachers and at least three 
periods a week to confer with experienced teachers. Japanese school systems foster a 
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school culture that emphasizes shared responsibility and support, with each staff 
member being expected to contribute to the development of new teachers. 
What new teachers want and need is sustained, school-based professional 
development that is responsive to their individual teaching and ongoing throughout 
their induction years in the classroom. A collaborative and supportive program such as 
a peer coaching process could provide the frequent and meaningful interaction with 
colleagues that would benefit not only beginning teachers but all teachers striving to 
improve their instructional practice. Novice teachers could provide renewal for 
seasoned teachers while also sharing the most recent instructional strategies or 
approaches. New teachers who collaborate with experienced teachers could observe, 
engage in dialogue and reflect with colleagues who were veterans of more effective 
practice. 
As educators and policy makers direct resources into recruitment efforts, they 
would be far-sighted to also direct a good percentage of it towards supporting school- 
based induction and professional development efforts, for it is within the individual 
schools where the potential to address the teacher shortage truly lies. 
Recommendations for Further Study 
The present study provokes a number of questions for future research studies to 
investigate: 
1. Can future research studies corroborate the data from the present study? 
Much of the present data reflects the perceptions of the interns to the peer coaching 
experience and does not necessarily reflect the actual changes or contributions to their 
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teaching abilities. The current study’s qualitative design necessarily limited the degree 
to which preservice teachers’ instructional strategy implementation or reflectivity was 
enhanced by engaging in a peer coaching process. It would be useful for future 
research to be able to consider more precise measurement of this phenomenon, perhaps 
through the evaluation of videotaped lessons and reflection conferences between peers. 
Carefully controlled studies using different treatment groups who engaged in peer 
coaching under various conditions could also provide important information 
2. Does preparation in collaborative, reflective or inquiry practices influence 
new teachers readiness for future collaboration? The transferability of collaborative, 
reflective, and inquiry oriented teaching processes from student teacher to professional 
teacher would present an important follow-up study to the present research. Ideally, a 
longitudinal study of the current interns during their initial years of teaching would 
help determine whether engaging in a peer coaching process during their teacher 
preparation positively influenced these beginning teachers’ collaborative, reflective and 
inquiry practices, or was in any way beneficial to their continued development as 
teachers. 
3. Can future research studies provide evidence that a peer coaching process 
can positively impact the educational performance of students? The research literature 
is lacking in direct evidence that peer coaching processes can make a difference in the 
educational performance of students. Further investigations are warranted before 
definitive conclusions can be engendered about peer coaching’s potential value for the 
improvement of students’ academic performance. 
153 
4. What are the difficulties of implementing a peer coaching process with a 
larger cohort of preservice teachers? Further research studies investigating the cost 
effectiveness, institutionalization and procedures necessary to maximize the 
generalization of this study to a larger cohort of preservice teachers would offer worthy 
information on the study of peer coaching within teacher education programs. 
5. What are the effects of a peer coaching process upon cooperating teachers 
attitude and interest? Cooperating teachers should be included as research participants 
in future studies investigating a peer coaching process. Such investigations could 
inform training programs for cooperating teachers regarding supervision of preservice 
teachers. Additionally, research studies my want to look closely at whether 
collaborative practices within teacher preparation programs can provide the impetus for 
more collaborative practices within inservice professional development. 
Summary 
Based on this research study, schools of education need to ask themselves the 
following questions: 
• To what extent is our teacher education program designed so that preservice 
teachers deliberately develop and practice the skills of collaboration, reflection and 
inquiry? 
• What kinds of opportunities are being provided to encourage collaboration, 
reflection and inquiry in both preservice education courses and practicum 
experiences? 
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• To what extent do teacher educators value, practice and model collaboration, 
reflection and inquiry in their own teaching practice? 
K-12 school systems need to ask similar questions: 
• To what extent is our school system designed so that teachers deliberately develop 
and practice the skills of collaboration, reflection and inquiry? 
• What kinds of structural norms and opportunities are being provided to encourage 
collaboration, reflection and inquiry for our teachers? 
• To what extent do school system administrators value, practice and model 
collaboration, reflection and inquiry in their own practice? 
As schools of education and K-12 schools move forward into the 21st century with 
the expressed goal of developing professional teachers, they will need to move beyond 
the constraints of traditional practices and mandated policies and more toward teacher 
preparation and professional development practices that are based on collaboration, 
inquiry and reflection practices. Schools of education and school systems will also 
require leaders who promote these beliefs and ideals. Just as teacher education 
programs do not wish to prepare teachers who are passive learners, who isolate 
themselves from others, and who fail to understand the complex challenges of today’s 
schools, K-12 school systems will not wish to sustain that model for inservice teachers. 
The results of this investigation offer convincing evidence that if teachers are provided 
meaningful opportunities for collaboration, reflection, and inquiry with their 
colleagues, it is conceivable that they will participate in schools with an expanded 
notion of their roles as educators and a collective responsibility for educating today’s 
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students. As this chapter begins with a quote from an esteemed colleague in the School 
of Education at the University of Massachusetts, so it concludes: 
It is imperative that future teachers learn to become critical colleagues, that is, 
teachers who are capable of developing respectful but critical relationships with 
their peers. Working in isolation, no teacher can single-handedly effect the 
changes that are needed in a school... Developing a community of critical 
friends opens up teachers’ classrooms and their perspectives, so that they can 
acknowledge that all students should be the concern of all teachers. What is 
needed are not simply peers who support one another, essential as this may be, 
but also peers who debate, critique, and challenge one another to go beyond their 
current ideas and practices. Developing a community of critical friends is one 
way of facing difficult issues, and it is one more step in the journey of 
transformation. (Nieto, 2000, p. 185) 
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CLINICAL SUPERVISION MODEL 
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The Clinical Supervision Model 
PLANNING CONFERENCE 
Intern Peer Coach 
Shares lesson plan Looks over lesson plan and asks any 
clarifying questions 
Shares goals of observation and rationale 
(Why is this focus important?) 
Discusses observation focus (What would 
you like me to look closely at?) 
Selects data collection tool Selects data collection tool 
OBSERVATION 
Intern Peer Coach 
Implements lesson plan Sets up video camera, if using, and collects 
data 
REFLECTION CONFERENCE 
Intern Peer Coach 
Reviews / reflects on data Shares data (What do you notice?) 
Shares impressions of the lesson 
(Did the lesson go as expected? Refers to 
lesson objective) 
Listens to peer talk about their impressions 
of the lesson 
Reflects on instruction 
Reflects on students’ learning 
Plans for next lesson 
Identifies “next steps” 
Asks questions about the lesson 
(What was effective? What would you do 
differently?) 
Listens to peer coach’s 
impressions/ suggestions. 
Shares impressions of the lesson (This is 
what I noticed...) 
Offers suggestions/next steps 
(Have you ever tried...?) 
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Formal Observation Summary 
Date: Intern: Person observing: 
(j STANDARDS FOR LICENSURE PRINCIPLES OF EFFECTIVE TEACHING 
I. PLANS CURRICULUM AND 
INSTRUCTION 
I. CURRENCY IN THE CURRICULUM 
II. DELIVERS EFFECTIVE INSTRUCTION U. EFFECTIVE PLANNING & ASSESSMENT OF CURRICULUM 
AND INSTRUCTION 
HI. MANAGES CLASSROOM OPERATIONS HL EFFECTIVE MANAGEMENT OF CLASSROOM ENVIRONMENT 
IV. PROMOTES EQUITY IV. EFFECTIVE INSTRUCTION 
V. MEETS PROFESSIONAL 
RESPONSIBILITIES 
V. PROMOTION OF HIGH STANDARDS AND EXPECTATIONS 
FOR STUDENT ACHIEVEMENT 
VL FULFILLMENT OF PROFESSIONAL RESPONSIBILITIES 
- - - 
Vn. PROMOTION OF EQUITY AND APPRECIATION OF 
DIVERSITY' 
PRE CONFERENCE NOTES 
Intern’s goals established for the semester: 
Focus and rationale for observation: 
(How will this observation further intern’s progress toward their semester goals or state standards? Why 
is this focus important to the intern at this time?) 
Data collection technique that will be used: 
(Videotaping, teacher verbal behavior, on-task behavior, selective verbatim, opportunity to respond, 
lesson pacing, lesson competencies, enthusiasm rubric, constructivist components of a lesson) 
OBSERVATION 
Data collected during the observation: 
REFLECTION CONFERENCE NOTES 
Discussion of the data: 
(Looking at the data, what do you notice? Coach should offer her/his insights only after encouraging 
intern to do so.) 
Discussion of other aspects of lesson: 
(Including teacher instruction and student learning) 
Specific strengths observed by: 
Intern: 
Coach: 
Specific next steps identified by Intern: 
Specific next steps suggested by Coach: 
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APPENDIX C 
VIDEO REFLECTION SUMMARY 
Video Reflection Summary 
Intern_Date_ 
Date of Video 
1. Please write a brief description of what is going on in this video clip. 
2. In what ways does this clip illustrate your growing competency towards addressing 
one of your goals? (And/or, a time when you felt challenged trying to address one 
of your goals?) 
3. Which strand/standard from the curriculum framework(s) did you address in your 
lesson? Please also describe the evidence of this strand/standard in the video clip 
you’ve provided. If we won’t see everything related to this strand in the clip you’ve 
chosen, please provide a brief description. 
4. What, if anything, does the video show that you would do differently if you had it to 
do over again? 
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Peer Feedback Worksheet 
COACH’S NAME_ 
NAME OF PEER SHARING VIDEO CLIP 
• Supportive comments 
• Points to consider 




1. What did you learn about your teaching (or teaching in general) as a result of 
engaging in a peer coaching and video analysis process with your peers? Please 
be as specific as possible with regard to aspects of your teaching and/or student 
learning. 
2. How did the experience of observing and coaching your peers affect your own 
teaching? 
3. What insights or feedback (if any) did you receive from your peers that you did 
not receive from your mentor teacher or resource person? 
4. What difficulties did you encounter in using peer coaching and video analysis? 
5. Would you make any adaptations to the peer coaching and video analysis 
process for future preservice students in order to make it a more significant 
experience? 
6. Rate how successful the peer coaching and video analysis process was in 
providing you with opportunities for professional collaboration (sharing of 
problems and successes, mutual problem-solving)? 
Very unsuccessful Unsuccessful Somewhat Successful Highly 
Successful Successful 
3 4 5 
7. Rate the amount of assistance you got from your coaching partners in supporting 
you as you tried new teaching strategies. 
No assistance Minimal Fair Good Excellent 
Assistance Assistance Assistance Assistance 
1 2 3 4 5 
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9. Rate the degree to which each of the following individual’s feedback was 
helpful in improving your teaching ability throughout this semester. 
Very 
Unhelpful 
Unhelpful Neutral Helpful Very 
Helpful 
Mentor Teacher 1 2 3 4 5 
Resource Person 1 2 3 4 5 
Peers 1 2 3 4 5 
10. Rate the comfort level you experienced when being observed by each of the 
following individuals. 







11. Please add any additional comments or suggestions. 
Adapted from: 
Rauch, K., & Whittaker, C.R. (1999). Observation and feedback during student teaching: Learning from 
peers. Action in Teacher Education. 2 (3). 67-78. 
Neubert, G.A., & McAllister, E.A. (1993). Peer coaching in preservice education. Teacher Education 
Quarterly. 20 (4). 77-84. 
167 
APPENDIX F 
INFORMED CONSENT LETTER 
168 
Informed Consent Letter 
Dear Participant, 
This is an invitation for you to participate in a study as part of my doctoral 
dissertation. The primary purpose of this study is to investigate the peer coaching 
process within your teacher education program. This study is purely voluntary and you 
can withdraw at any time. Whether or not you participate in this study will have no 
effect on your grade or your success in the Constructivist Teacher Education Program. 
You will be participating in a qualitative study, a naturalistic data gathering 
methodological procedure. With your consent, interview sessions will be tape- 
recorded and transcribed to facilitate analysis of the data. You will have the option of 
reviewing the transcript prior to the final written draft and oral presentation of the 
document; I will email you with several dates for this review process. If you choose, I 
will omit any of the ideas or statements that you do not wish to be attributed to you. 
The results from the interviews will be included in my doctoral dissertation and may 
also be included in manuscripts submitted to professional journals for publication. 
Your identity will be protected through the use of pseudonyms but due to the 
small number of participants, there is a slight risk that you may be identified as a 
participant in this study. If you have any questions about the process or procedures of 
this study, please do not hesitate to contact me. I thank you in advance for your time, 
cooperation and dedication to the profession of teaching. 
Very truly yours, 
Jeanne C. Gemmell 
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Skills and Attributes of an Effective Peer Coach 
(CTEP interns, 2002) 
Provides honest feedback (8) 
Positive (4) 
Objective (4) 
Good observation skills (3) 
Effective communicator (3) 
Thoughtful input/reflective (3) 
Open-minded (3) 
Empathetic/compassionate (2) 





Provides specific examples to support data 
Takes into account theory and practice in observations 
Effectively analyzes data 
Won’t be judgmental (6) 
Won’t make me feel bad (4) 
Won’t “sugar-coat,” or give all positive feedback (3) 
Won’t be obtrusive/interfere in classroom except for a safety issue (3) 
Won’t make assumptions or jump to conclusions (2) 
Won’t ask me to change my style 
Won’t be insincere 
Won’t be vague 
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CTEP Lesson Plan 
Name: Date: 
Grade Level: Curriculum Area: 
Qbjective(s): What do I expect students to leam/understand as a result of this lesson? 
Specific Rationale: Why do students need to engage in this particular learning activity 
at this point in time? 
General Rationale/Link to the State Frameworks: Why do students need to learn 
this particular objective and how does this lesson fit into the school curriculum and the 
state frameworks? 
Methodology: How will I guide students toward the objectives? 
• Materials 




• Strategies to address anticipated behavioral needs/issues 
Teacher’s Goal: What would I, as a teacher, like to accomplish? How can this lesson 
further my professional development? 
Assessment of Student Learning: What evidence will demonstrate to me (and the 
students) that the lesson objective (s) have been met? How Will I use this information to 
inform my future planning and instruction for students who partially met the objective, 
who didn *t meet the objective at all, or who met it very quickly? 
Assessment of Instruction: Did I accomplish my professional goal for this lesson? 
What were my strengths as the lesson instructor? What “next steps” will I take to 
further develop my instructional skills? 
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APPENDIX I 
DATA COLLECTION TOOLS 
Data Collection Tools 
SELECTIVE VERBATIM 
Intern: Observation Date Lesson 
This technique allows an observer a chance to record what is said within a specific 
category of concern selected by the intern or teacher. The following categories 
represent a cross-section of verbal behaviors commonly found in classrooms. 
Teacher talk: 
• Teacher questions 
• Teacher responses to student questions 
• Teacher directions and assignments 
• Teacher encouragement or praise 
• Teacher criticism of student behavior 
• Teacher control of student behavior 
Student talk: 
• Student responses to teacher questions 
• Student questions 
• Student initiated statements 
• General student talk patterns 
Focus for selective verbatim 
CHILDREN’S OPPORTUNITIES TO RESPOND 
Code System: T - Teacher Initiated (teacher calls on child) 
S - Student Initiated (Student raises hand) 
C - Call Out 
B/L - Brief/Long Response 
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List each student’s name in a box below. Scan the classroom every 3 to 5 minutes (also referred 
to as a “sweep”). Using the numbers at the bottom of the page, record the time of the sweep and 
a brief notation as to the activity taking place at that time. Focus once on each child 
momentarily during each sweep. For each child, record an off-task (-), on-task (+) or unclear (?) 
mark, followed by the number of the sweep, 
The following questions could be asked in reviewing the data: What was the predominant off- 
task behavior? During which activity did most off-task behaviors occur? During which sweeps 
were most students off-task? Which students were off-task most often? What are possible 
reasons / solutions / recommendations 
OFF-TASK CODES 
1. 4. 7. 10. 
+ = ON TASK 
- = OFF TASK 
? = QUIET, BUT NOT 2. 5. 8. 11. 
CLEAR AS TO WHETHER 
STUDENT IS ATTENDING 
3. 6. 9. 12. 
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TEACHER VERBAL BEHAVTOR 
Intern: Observation date: Lesson: 
During the lesson, the observer makes a tally every time he/she observes a certain 
behavior. The first few categories are suggested but teacher and intern are encouraged 
to generate others that are meaningful to them. The third column is for post conference 
notes. 







Behavior Management (i.e., 




CONSTRUCTIVIST COMPONENTS OF A LESSON 
Date: Intern: Observer: 
Constructivist Principles of 
Teaching and Learning 
Teacher Instruction Student Response 
Poses problems of emerging 
relevance to students 
Structures learning around 
primary concepts: the quest 
for essence 
Seeks and values students’ 
points of view (allows 
students responses to drive 
lessons, encourages student 
to student dialogue) 
Adapts curriculum to address 
students’ suppositions 
(engages students in 
experiences that engender 
contradictions) 
Assesses students’ learning 
in the context of teaching 
Uses raw data and primary 
sources, along with 
manipulative, interactive, and 
physical materials 
Inquires about students’ 
understandings of concepts 
before sharing own 
understandings 
Allows wait time after posing 
questions 
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ENTHUSIASM LEVEL RUBRIC 
DIRECTIONS: To determine your enthusiasm level, observe a videotaped lesson, and 
then rate yourself. A score of 8-16 indicates an unenthusiastic level, 17-32 indicates a 
moderate level of enthusiasm, and 33-40 indicates a very high level. 
LOW MEDIUM HIGH 
Vocal 
Delivery 




variation in speed of 
speech, drones on and 
on, poor articulation. 
Pleasant variations of 
pitch, volume and 
speed; good 
articulation. 
Great and sudden 
changes from rapid 
excited speech to a 
whisper. Varied lifting, 
uplifting intonation. 
Many changes in tone, 
pitch. 
Eyes 1 2 3 4 5 
Look dull or bored. 
Seldom opens eyes 
wide or raises 
eyebrows. 
Appears interested; 









Gestures 1 2 3 4 5 
Seldom moves arms 
out or stretches out 
towards person or 
object. Never uses 
sweeping movements, 
keeps arms at side or 
folds across body, 
appears rigid. 
Often points with 
hand, using total arm. 
Occasionally uses 
sweeping motion 
using body, head, 
arms, hands, and 





movements of body, 
head, arms, hands, and 
face, (e.g., clapping 




1 2 3 4 5 
Appears deadpan, 
does not denote 
feeling or frowns most 
of the time. Little 
smiling or a one- 











surprise, awe, sadness, 
joy, thoughtfulness, 
excitement. Total 
smile - mouth open, 
quick and sudden 




1 2 3 4 5 
Seldom moves from 
one spot or movement 
mainly from a sitting 
to a standing position. 
Moves freely, 
slowly, and steadily. 
Large body 
movements, swings 






1 2 3 4 5 
Mostly nouns, few 
descriptors/adjectives. 
Some 
descriptors/adj ecti ves 
or repetition of the 
same ones. 
Highly descriptive, 
many adjectives, great 
variety. 
Acceptance 
of Ideas and 
Feelings 
1 2 3 4 5 
Little indication of 
acceptance or 
encouragement, may 
ignore pupil’s feelings 
or ideas. 
Accepts ideas and 
feelings, praises or . 
clarifies, some 
variation in response 
but frequently 
repeats same ones. 
Quick and ready to 
accept, praise, 
encourage, or clarify; 
many variations in 
response. Vigorous 




1 2 3 4 5 
Lethargic, appears 
inactive, dull or 
sluggish. 
Some variations from 
high to low in 
appearing energetic, 
demonstrative but 
mostly an even level 
is maintained. 
Exuberant. Maintains 
high degree of energy 
and vitality; highly 
demonstrative; great 
and sudden changes in 
voice, tone, pitch, eye, 




Moderately enthusiastic: 17-32 
Highly enthusiastic: 33-40 
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VERBAL FLOW 
This technique is one way of determining how classroom procedures inhibit, encourage, 
or allow students to participate in classroom interaction. The observer will sketch the 
seating pattern in the classroom (noting gender) and add relevant individual information 
as the lesson progresses. Arrows can be used to symbolize verbal interactions between 
the children and the teacher. The code can be expanded upon to assist the observer. 
This can be used for the whole class or small group lessons. 
Intern_Date_Lesson 
CODE  
S - short interaction (< 5 seconds) 
M — medium interaction (5 seconds - 30 seconds) 
L — long interaction (> 30 seconds) 
184 
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